Local coherence in academic writing: an exploration of Chilean 12th grade Spanish monolingual students' metalinguistic knowledge, writing process, and writing products by Concha Bañados, Soledad
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ABSTRACT 
This study focused on 12th grade Chilean students' ability to produce 
locally coherent academic texts and on the cognitive basis that underlies this 
ability. Participants were Chilean students from the city of Santiago, who 
attended urban public schools, belonged to a low socioeconomic group, and 
had obtained average scores on the national literacy assessment (SIMCE). 
All the students in the study wrote argumentative texts in response to a 
writing prompt and answered a test of recognition of incoherent sequences. A 
sub sample wrote a second argumentative text while thinking aloud and, 
immediately after, they had a semi structured interview with the researcher 
in which the relationship between the ideas included in their texts was 
discussed. Quantitative and qualitative methods were used in order to 
analyze local coherence in students' written products, and the relation 
between these products and students' ability to recognize, explain and self-
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regulate local coherence during writing. Students who recognized most 
incoherent sequences were more able to explain local coherence relations, 
tended to self-regulate writing, and produced texts that were mostly 
coherent and that exhibited an incipient command of the resources 
associated to coherent academic writing. Students who recognized none or 
few incoherent sequences had trouble explaining local coherence relations, 
did not self-regulate writing, and produced texts that were mostly coherent 
but that exhibited poor command of the resources associated to coherence in 
academic writing. In addition, the majority of students in the high recognition 
group recalled some kind of instruction on local coherence, while the majority 
of students in the low recognition group could not remember receiving such 
instruction. 
Findings suggest that having command of the resources typical of oral 
language coherence suffices for composing mostly coherent texts, although 
such writing does not resemble the academic structures. Specifically, 
contents are not transformed by virtue of logical operators that could reflect 
a more analytical or critical thinking. It is suggested that being able to use 
local coherence resources typical of academic writing is associated to having 
specific knowledge and a self regulated behavior during the writing process. 
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CHAPTER I: RATIONALE AND STATEMENT OF THE PROBLEM 
Local coherence has been defined in the literature as the relationship between 
adjacent propositions in text (van Dijk & Kintsch, 1983; van Dijk, 1998; Cutchen & 
Perfetti, 1983; Wright & Rosenberg, 1993). The same phenomenon has been 
investigated in studies concerned with logical relations (Grize & Pieraut-Le Bonniec, 
1995); relations of coherence (Knott & Sanders, 1998), sentence roles (Matsuhashi, 
1981), rhetorical predicates (Durst, 1987; Langer, 1986; Jacobs, 1990), and idea 
coordination (Bereiter & Scardamalia, 1987). 
As explained by van Dijk (1998) and the theorists of text linguistics (see 
Charolles, 1983; Hobbs, 1983), adjacent propositions in discourse can be connected 
by means of textual resources (cohesion) as well as by topical relations (coherence). 
Coherence is not merely a property of texts, but rather the result of a complex 
interaction of semantic, pragmatic, and logical principles that both writer and reader 
activate in order to construct a coherent meaning for texts (Lee, 2002). In fact, two 
propositions can be connected in the surface of text and yet hold a semantic relation 
that is not interpreted as coherent by the readers1 • As proposed by Charolles (1983), 
the reader, as an active problem solver, retrieves a series of concept frames to tie 
together the events or ideas presented by the writer. If adjacent events or ideas in 
text do not belong to the same frame, then the reader perceives incoherence at the 
local level of text. For this reason, the writer has the responsibility of guiding the 
reader's inferences towards a comprehensible intended meaning. (Hobbs, 1983, 
p.29). Moreover, the reader who is able to construct coherence between adjacent 
1 Take the following example: John is married, therefore his sister traveled to London. 
In the example, although appropriate grammatical features connect the two phrases 
(e.g. "John" and "his" agree in gender and number), the two facts presented don't 
seem to be necessarily related in the world. 
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propositions will later be able to integrate these pieces to build the meaning of the 
whole text, or the global coherence (Kintch & van Dijk, 1978). 
Coherence relations in oral communication are usually evident because of 
situational factors (e.g. objects or events we refer to are visually related). That is not 
the case for writing, especially not for academic writing, in which the contents 
presented are usually less familiar and the writer has the challenge of conveying 
more complex and elaborated ideas in a more sophisticated rhetorical structure. 
Ideas in academic writing are typically integrated by virtue of relations that go 
beyond the simpler temporal and additive connections typical of narrations (Durst, 
1987; Langer, 1986; Jacobs, 1990) and oral communication, and thus these complex 
relations characterize the structure of academic texts (e.g. argumentative, 
expository). Proficient writers are able to convey their semantic and pragmatic 
purposes connecting information with conventional logical principles2 that signal to 
their readers the relation between old and new information. They also frequently 
make these relations explicit for their readers by using connectives such as 
"nevertheless", "moreover", and "hence". However, there is evidence in the literature 
that novice and poor writers tend to oversimplify academic writing by using a 
strategy of "tell-all-you-know-about-it" (Langer, 1986, p.40) that resembles the 
addition of events of the narrative schema (Durst, 1987; Jacobs, 1990), instead of 
connecting their ideas with more academic relations such as contradiction, 
conditionality, or opposition. Studies conducted in the USA and abroad also indicate 
that writers of different ages can fail at establishing coherent relations between old 
and new information in non narrative texts (Lee, 2002; Bereiter & Scardamalia, 1987; 
2 Ideas in text are connected by virtue of conventional logical relations that can be 
said to be part of a natural or informal logic, different from formal logic (van Dijk, 
1998; Grize and Pieraut-Le Bonniec, 1995; Voss, Wiley & Sandak, 1999) 
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Wikborg, 1990). Such problems with academic writing have also been found among 
students in Chile (Amengual, 2002). 
Despite significant educational and political efforts by the Chilean government 
to improve Chilean students' literacy level, the results obtained by Chilean students 
in SIMCE3, the national literacy test, are persistently low. As reported by the Chilean 
Ministry of Education (MINEDUC, 2004), students' results have not improved 
significantly since 1998. Although the official reports offer little information about 
students' performance with academic discourse, their depiction of the main problems 
encountered for tenth graders throughout the country indicate difficulties with 
coherence in academic writing. The reports highlight that tenth graders perform 
better when faced with narrative writing than with academic writing, and that there 
is a tendency to use a narrative schema when the task requires academic genres 
(MINEDUC, 2004). For example, when asked to write a descriptive text, 50% of the 
students failed to adjust to the genre and typically presented information in temporal 
sequences (MINEDUC, 2003, p. 41). According to the reports, tenth grade students' 
academic writing frequently fails to convey a given topic within an academic 
structure, with a clear communicative purpose, and with language that adjusts to the 
communicative situation (MINEDUC, 2002, p. 25; MINEDUC, 2004, p.37). These 
results have deep social and political implications for Chile, especially considering 
that the Chilean government implemented a national Educational Reform in 1996 
which focuses on academic discourse in tenth and eleventh grade. This curriculum is 
based on the premise that being able to understand and produce proficient 
expository and argumentative texts does not only affect students' performance in 
academic environments, but also in a variety of experiences in society. 
3 SIMCE = Sistema de Medicion de Ia Calidad de Ia Educacion (System to measure 
the quality of education). 
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A review of the literature points to two main cognitive aspects that should be 
considered in an analysis of students' ability to write locally coherent text: the 
quality of the writing process, and the quality of knowledge that students possess 
about coherence in writing. About the process, studies suggest that local coherence 
or "idea coordination" (Bereiter & Scardamalia, 1987) develops along with students' 
capacity to keep in mind the topic of the text and the content of the neighboring 
ideas during writing. Few studies have investigated the writing process that leads to 
locally coherent writing; however, there is some indication that selective attention 
and self-regulation of local coherence during writing could positively affect the 
writing products (Cutchen & Perfetti, 1983; Couzijn, 1999). Similarly, studies 
suggest that having metalinguistic knowledge about the requirements of academic 
writing is related to the use of more efficient writing strategies, including those 
aimed at generating well organized and cohesive texts (Victori, 1990). These claims 
are well supported by a series of studies on metacognition and writing that have 
established that writers can benefit from reflecting on and monitoring the different 
linguistic and discursive knowledge they possess about writing during the writing 
process (Francis, 2002; Schoonen & De Glopper, 1996; Pittard & Martlew, 2000; 
Camps, Guasch, Millian & Ribas, 2000; Dolz & Erard, 2000; Castello, 2000; Allal, 
2000; Rijlaarsdam & Couzijn, 2000). 
Regarding knowledge of local coherence, studies indicate that around 14 
years old, students produce non-narrative texts that reflect knowledge of the 
academic schemas and of the relations of coherence that characterize them (Langer, 
1986). This knowledge is said to develop during the school years. However, there is 
also support for the idea that not all students develop this ability and that instruction 
could play a central role in familiarizing students with the conventional rules of 
4 
thinking that govern academic structures and their particular logical-rhetorical 
relations (Durst, 1987; Lee, 2002; Jacobs, 1990). Finally, there is some evidence 
that having knowledge of the requirements of coherence in writing is related to 
better quality of writing products (Wright and Rosenberg, 1993; Lee, 2002). 
So far, studies concerned with knowledge of local coherence have relied on 
written products as evidence of knowledge (Langer, 1986; Jacobs, 1990; McCutchen, 
1986) or on students' performance on tasks that require the application of this 
knowledge (Danner, 1976; Garner, Slater, Alexander & Chou, 1986; Wright and 
Rosenberg, 1993). Thus a number of unanswered questions remain regarding the 
quality of the representations that support proficient idea coordination. For example, 
studies have rarely investigated whether explicit knowledge of local coherence is 
associated with better performance (Lee, 2002), or whether implicit representations 
suffice for the mastery of this skill. Such an exploration would be supported by the 
well established finding that having metacognitive knowledge about the processes of 
reading and writing positively affects students' performance in reading (Baker & 
Brown, 1984; Garner, 1988) and writing (Graham & Harris, 1996; Scardamalia and 
Bereiter, 1983; Victori, 1999). Moreover, the results of this exploration would have 
obvious educational implications, providing insights into the quality of knowledge 
that teachers of writing should promote in their students (see Lee, 2002 for a 
discussion). 
The present study originated from the awareness that achieving local 
coherence in academic writing is a problem for many writers of different ages, not 
only in the USA, but also in Chile. Considering this, the first goal behind this study 
was to expand the limited existing knowledge about the cognitive factors that could 
underlie the ability to write locally coherent academic texts with proficiency. The 
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researcher attempted to fill this research gap by exploring the quality of knowledge 
that 12th grade public school Chilean students possess about local coherence in 
academic writing, the role of local coherence in their writing process, and the relation 
between students' quality of knowledge and process, with their written products. 
Results of this study not only contribute to fill the existing research gap, but also 
shed light on the factors associated with Chilean students' poor academic writing. 
6 
CHAPTER II: REVIEW OF THE LITERATURE 
Studies and theories from diverse fields inform our understanding of local 
coherence and its cognitive underpinnings. The present chapter summarizes findings 
and ideas produced by psychologists, linguists, philosophers, and literacy specialists, 
with the purpose of providing an exhaustive and state of the art picture of what is 
known about the concept of local coherence and about the way in which different 
learners construct locally coherent texts. The chapter begins with a definition of the 
concept, followed by a description of what local coherence looks like in academic 
texts produced by English and Spanish expert writers. The goal is to identify the 
different coherence-making resources available to writers of academic texts, and to 
illustrate how these can be used differently across languages. Following this is a 
description of the knowledge that underlies locally coherent writing and of the 
process through which local coherence is achieved. Together, these sub sections 
contribute to understanding the nature of the concepts and behaviors that enable 
coherent writing and the role that development and schooling have in their 
acquisition. The chapter closes with a depiction of the different problems that 
learners encounter when trying to construct locally coherent academic texts. The 
different findings in this regard are organized to illustrate how these difficulties relate 
to lack of knowledge of local coherence or to problems in the process of writing. 
A Definition of Local Coherence 
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As pointed out by van Dijk & Kintsch (1983), "under local coherence we 
understand a property of discourse which is defined in terms of semantic 
relationships between the successive sentences of the discourse" (p. 150). This 
semantic level includes relations between the contents of text, as well as the 
rhetorical-logical principles with which these contents are connected. Take the 
following example: 
John just got married; however, he won't go on a honeymoon. 
According to Charolles' (1983) depiction of coherence in reading, in this case 
the reader would consider the first proposition "john just got married" as coherent 
with the second "he won't go on a honeymoon" if he can retrieve a concept frame of 
"getting married" that includes "honeymoon" as a possible related event. In other 
words, the contents presented in the two propositions can be related by reference to 
a certain semantic frame that belongs to the writers' and readers' world knowledge. 
On a different level, the reader who is able to construct coherence with these 
two propositions needs to understand the logical contradiction presented between 
the two. This contradiction is part of the larger repertoire of logical relations used in 
oral and written discourse. I refer here to the kind of logic defined as natural or 
informal (Grize & Pieraut-Le Bonniec, 1995; Voss, Wiley & Sandak, 1999) that should 
not be confused with logical mathematical thought. As Grize et al. (1995) explain: 
... we hope to uncover some of the rules that underlie our everyday type of 
thinking, which we will call, taking some liberties with the language, 'natural 
logic' (cf. Grize, 1982, 1983; Pieraut-Le Bonniec, 1987). Some of these rules 
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are obviously compatible with logic strictly speaking, but many others are 
manifested by thought processes that the logician cannot account for. Logical 
mathematical thought proceeds by linking a series of truth values, while naive 
and everyday thought, in the way it is expressed in speech, proceeds by 
linking a series of significations. This does not mean that everyday thought is 
not rational. But this type of thinking aims less at truth per se and at proving 
it, than at what is plausible or probable with the intent of being convincing. (p. 
18) 
In the example given above, the two propositions are related by a logical 
contradiction that is verbalized in the surface of text by the connector "however". 
The writer has signaled this relation in the text so that the reader can expect the 
second proposition to contradict the first one. The reader who constructs a coherent 
meaning for the sentence does not need to apply the principles of formal logic, but 
rather his world knowledge, in order to verify whether the two events presented 
actually imply a contradiction to the logic of real life events. In other words, the 
logical contradiction can be understood by reference to the contents and not by 
applying certain fixed rules of logic (Voss et al., 1999). 
In addition to this, the logical relation presented must also be considered a 
textual convention or a rhetorical move utilized by the writer to unfold his ideas in a 
comprehensible way. The reader has to understand that "contradiction is often [a 
way] to move one's thinking forward ... [thus] the objects of thought under 
consideration must be brought into question and rethought out" (Grize and Pieraut-
Le Bonniec,1995, p. 17). Typically, different types of texts present different types of 
rhetorical relations between their successive ideas. These relations leave a testimony 
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in the text of the reasoning process utilized by the writers in order to achieve their 
semantic and communicative purposes. For example, when the goal is to persuade, 
writers typically connect arguments to reasons, compare or contrast two successive 
ideas, and so forth. Such textual moves represent "reasoning operators" (Voss et al., 
1999) that are frequently used when elaborating a persuasive or argumentative text. 
In other words, the rhetorical structure of the argumentative text results from a 
certain reasoning process that writers follow in order to construct a persuasive text. 
The choice of reasoning operators for different kinds of texts depends on 
situational factors such as the goal of the text or the kind of audience. As Voss et al. 
(1999) explain: 
[reasoning] operators vary with the task, and in this case the reasoning 
operators were: state argument, state assertion, state fact, present specific 
case, state reason, state outcome, compare and/or contrast, elaborate and/or 
clarify, state conclusion, and state qualifier ... The individual is attempting to 
generate a text that is persuasive, and reasoning takes place in order to 
construct such a text. Furthermore, while the goal is to construct an 
appropriate and quality text, it is during the construction that various factors 
can influence the reasoning process. These factors are the writer or speaker's 
perception of the audience, the beliefs and attitudes of the writer, the 
knowledge of the writer, perhaps the writer's personality and emotionality, 
and particular stylistic characteristics. In other words, these factors can 
influence the reasoning process that feeds into the construction. (p.35) 
The situational constraints constitute the pragmatic or communicational 
context that determines coherence relations in text. As proposed by Van Dijk 
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(1980/1997), writers follow pragmatic rules originated within a particular context, 
which also provide the criteria to judge whether the relation between two sentences 
is adequate or not. Among other rules, the relation between two sentences can be 
adequate because both sentences are based on the same knowledge or because both 
sentences achieve the same intention or purpose. For example, in the sentence 
"Tomorrow at the zoo I will take pictures of the lion", the text is based on the 
writer's assumption that he will go to the zoo tomorrow; therefore, the sentence 
"Tomorrow I will not go to the zoo" would not be a good choice to continue with the 
text, since it is based on the opposite assumption (van Dijk 1980/1997, p. 64). The 
pragmatic context also includes beliefs that writers hold about their readers. Each 
proposition in text can be considered an action (a speech act) that considers the 
reader's needs and knowledge. Consequently, if the writer has just explained a very 
difficult point, the next speech act could be to provide the reader with a good 
example. If the writer has just explained a problem, the next speech act could be to 
provide the reader with the reason or cause of the problem. In other words, adjacent 
speech acts hold functional relations in text (illustrate, specify, correct, elaborate, 
etc .. ) that originate on pragmatic considerations. 
In brief, relations between old and new ideas in text should not only be 
understood as semantic, logical, and rhetorical, but also as decisions that writers 
make in order to meet the readers' needs and expectations. As summarized by 
McCutchen ( 1986): 
... mastering linguistic constructions is not all there is to good writing. When a 
skilled writer uses "because" to join two clauses, the writer not only knows 
that "because" signals a causal relation, but also believes that a causal 
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relation in fact exists between the propositions in the two clauses and that 
this new, causally related piece of text is appropriate at a particular point in 
the larger extended discourse that is developing. (p.442) 
As a conclusion, it is possible to say that local coherence in text involves 
different levels of discourse (semantic, logical, rhetorical, pragmatic), and that these 
levels are intertwined and function simultaneously in the processes that readers and 
writers follow in order to construct coherence between adjacent ideas. To construct 
coherence, readers and writers activate the meanings contained in these different 
discursive levels. In other words, local coherence is not merely a property of texts, 
but rather the result of an active interaction between readers and writers. In this 
respect, Lee (2002) offers a review of how the concept of coherence has been 
approached by different traditions in linguistics. As the author explains, coherence 
was first considered a property of texts, and thus textual markers alone were 
thought to guide the reader to a coherent interpretation. In this category the author 
classifies Halliday & Hasan's (1976) model of cohesion for the English language, as 
well as the work of authors such as Danes (1974) and Firbas (1986) who explored 
thematical progression in terms of theme and rheme4 , or topic and comment 
information structures. Later, with the work of Kintsch and van Dijk (1978), it was 
proposed that coherence was beyond the surface of text, and that readers 
understand and relate the semantic propositions behind the linguistic forms. 
Ultimately, psychology and linguistic studies focused on the role of the reader (see 
for example Brown & Yule, 1983) and these studies modified the understanding of 
4 Roughly, the theme is the element at the beginning of a sentence that expresses 
what is being talked about (e.g. theme: The dog ... ), while the rheme constitutes the 
new information conveyed in the sentence, or what is said about the theme (rheme: 
... ate the bone). (Crystal, 1987) 
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coherence as the result of an active interaction in which the reader makes inferences 
and interpretations in order to retrieve what he considers to be the intended 
meaning of the writer. Lee's (2002) review also highlights the importance of the 
theory of pragmatics (see for example Grice's, 1975 co.-operative principles) 
according to which reader and writer agree to make an effort to construct a coherent 
meaning. 
Considering the evolution of the concept, Lee (2002) proposes the following 
operational definition of coherence: 
1. Connectivity of the surface text evidenced by the presence of cohesive 
devices (Halliday & Hasan, 1976) 
2. An information structure which guides the reader in understanding the text 
and contributes to the topical development of the text (Connor & Farmer, 
1990; Firbas, 1986; Lautamatti, 1987) 
3. Connectivity of the underlying content evidenced by relations between 
propositions and how these relations contribute to the overall discourse theme 
and organization (Kintsch & van Dijk, 1978) 
4. A macrostructure with a characteristic pattern or shape appropriate to its 
communicative purpose and context of situation (Hoey, 1983, 1991) 
5. Reader-based writing signalled by appropriate metadiscoursal features 
(Cheng & Steffensen, 1996; Cristomore et al. 1993). 
(p. 139) 
This definition is relevant for the present work, because it clearly distinguishes 
the different levels on which writers can work to create local coherence. Writers 
have available a "range of coherence-creating devices" (Lee, 2002, p.139) that 
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accomplish coherence in different levels. For example, number 1 identifies the level 
in which linguistic forms are tied together. In order to accomplish this level of 
connectivity, writers can use grammatical resources such as number and tense 
agreement, as well as anaphoric relations. Number 2 identifies coherence at the 
level of thematic progression, or the organization of information. Writers can make 
information flow coherently by repeating the topical subject of the previous sentence, 
or by expanding on a secondary idea presented in the previous sentence, among 
other ways. Number 3 refers to the semantic relations between given and new ideas. 
Local coherence at this level depends on the writer's ability to present the contents 
in a clear way, by using rhetorical resources such as elaboration, illustration, 
exemplification, etc ... (p. 140). In other words, it is in this level that logical relations 
and connectors are critical. Numbers 4 and 5 will not be considered in this work, 
because they imply global coherence resources. 
A similar depiction of these three levels is presented by Garner, Slater, 
Alexander, and Chou (1986) regarding structural properties of expository texts. 
According to the authors, skilled readers consider a set of sentences to be a text 
only if they are "topically related and have superordinate initial statements and 
cohesive ties" (p. 411). Without these minimum requirements, expert readers 
consider the sets of sentences as nontext. The following is their explanation of these 
three levels: 
Topical relatedness means simply that the parts of the text "belong together" 
(Rodgers, 1965, p. 403). Each part should bear on the topic in some way, or 
it should be excised (Christensen, 1976). Superordination is the relation of 
main ideas to detail statements, which provide elaboration of the main ideas 
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(Williams, 1984 ). In a very short text (i.e., a single paragraph), a topic 
sentence, a sentence on which the others depend, is nearly always the first 
sentence (Christensen). Cohesion is the means by which one element of text 
is interpreted by reference to another. Cohesive ties (reference, substitution, 
ellipsis, conjunction, and repetition) make the text "hang together" (Halliday 
& Hasan, 1976, p. 8) (p. 412) 
Clearly, these basic structural properties refer to the three levels of 
connectivity discussed above, and these can be summarized as: surface 
connections, semantic connections, and functional or logical connections. However, 
as proposed by Lee (2002) it is important to include in this operational definition, 
the role of pragmatics in the construction of coherence. Ultimately, the writer's 
decision to create coherence at any of the three levels, depends on his consideration 
of the reader's needs. In other words, pragmatic considerations constitute the 
motivation or starting point for the operation of the different coherence-creating 
devices. 
Relations of Coherence in Academic Writing 
In his work, Durst (1987) depicts academic writing as an activity in which 
students exercise critical reasoning skills. For him, this kind of writing involves a 
"more focused examination of relations among ideas and events" (p. 347) than other 
texts, such as summaries and narrations. As a result, the structure of academic 
writing typically exhibits relations of causality and adversativity, while the structure 
of summaries often presents temporal and additive relations. In his words: 
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As academic writing requires a focus on cause and effect relations and on 
similarities and differences between disparate ideas and events, causal and 
adversative conjunctions could be expected to occur more often in students' 
academic than summary essays. Conversely, temporal and additive 
conjunctions indicate a less interpretive stance, reflecting a less interrelated 
discussion of ideas and events instead of an examination of the relations, both 
causal and contrastive, between pieces of subject matter. Hence, temporal 
and additive ties should occur more frequently in summary writing" (p. 371) 
Durst's (1987) distinction between academic and non-academic rhetorical 
structures matches Langer's (1986) findings about the writing of reports and stories. 
In her analysis of the acquisition of lower level rhetorical structures in writing, 
Langer (1986) found that children of different ages (8, 11, and 14) typically used 
"narrative structures" and "descriptive elaborations" (p. 54) for their stories. 
Narrative structures include temporal sequences in which events are tied with 
connectors such as "and then ... " (p. 55), as well as dialogic sequences 
(question/answer). Descriptive elaborations involve relations such as specification, 
attribution, or evaluation that do not "[impose] firm structural relationships (such as 
those imposed by time sequence, causality, or comparison among 
alternatives)"(p.56). For the writing of reports, Langer (1986) found that causal 
structures were more frequent, and included relations between antecedents and 
consequences, ideas and their explanations, as well as arguments and their 
supporting evidence. Similarly, reports were characterized by frequent use of 
comparison and contrast, which includes rhetorical relations of alternative and 
adversativity. 
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Interestingly, the use of academic rhetorical relations, and in general of 
coherence-making devices, can vary between different academic traditions. Most 
relevant to the present work, studies in the field of contrastive rhetoric (Cuenca, 
2003; Simpson, 2000) have found that Spanish and English writers differ in the ways 
in which they construct academic structures, and that these differences reflect 
cultural and cognitive characteristics of the two academic communities. For example, 
Simpson (2000) found that expert writers of English wrote paragraphs that had more 
and shorter sentences than their Spanish counterparts. In addition to this, English 
writers constructed topical coherence by frequently repeating the topical subjects in 
the subsequent sentences. As a result, thematic progression was evident in text by 
repetition of key words and phrases that gave English academic texts high internal 
coherence. In contrast, Spanish expert writers presented "descriptions and examples 
of the topic, without the necessity of repeating the topic immediately" (p.306). 
Spanish academic writing had fewer and longer sentences, and had a more flexible 
structure as opposed to the typical "linear, deductive, enumerative 
composition"(Montano-Harmon, 1991, p.424, in Simpson, 2000) exhibited by the 
English writers. According to the author, the "more elaborate" Spanish style, with 
"long sentences with many additive clauses" (p.295) can be perceived as low quality 
by English writers who favor a more reduced and information oriented style. 
Cuenca (2003) presents a fine grain analysis of the use of connectives in 
Spanish, English, and Catalan's expository writing. Specifically, the study compares 
reformulation markers in the three languages, with the purpose of exploring 
rhetorical differences and their cognitive underpinnings. The following definition of 
reformulation is offered by the author: 
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Reformulation comes into play when someone says something that has been 
previously said in an alternative way ("in other words") and assumes that the 
two formulations can be equated either from the semantic or the pragmatic 
point of view. Reformulation, however, is not a simple discourse function. It 
should be considered a complex semantic category that ranges from strict 
paraphrase to other values such as specification, explanation, summary or 
denomination, and even to non-paraphrastic meanings such as implication, 
conclusion and contrast. (p. 1073) 
In effect, reformulation is presented in this work as a semantic category that 
encompasses a series of rhetorical relations, such as specification, explanation, and 
summary among others. After comparing reformulation markers in English, Spanish, 
and Catalan academic texts, the author concluded that the markers in the three 
languages were similar in their structure. For example, in the three languages the 
reformulation connectives contained verbs of speaking (e.g., "that is to say", or "es 
decir"), or nouns such as "word" (e.g. "in other words", or "en otras palabras") 
(p.1077). According to the author, these commonalities reflect that, for the three 
languages, grammatical features originate from semantic and pragmatic needs. 
However, Cuenca (2003) also found that English academic writing was very different 
from its Spanish and Catalan counterparts. For instance, the English texts analyzed 
"include[d] eight reformulation markers, while the Spanish and Catalan texts 
include[d] seventeen different forms" (p.1080). In terms of frequency, Spanish and 
Catalan writers used significantly more reformulation markers than English writers. 
Matching Simpson's (2000) conclusions, Cuenca (2003) found that Spanish academic 
writing had the highest frequency of reformulation markers, which proves again the 
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more elaborative and complex style preferred by Spanish writers. Finally, Cuenca's 
(2003) study found that English academic writing typically exhibited simple 
reformulation connectives (e.g., "that is", "or", "i.e.") in contrast to Spanish and 
Catalan writing, in which the language offers numerous lexical variations for each 
connective, and connectives tend to be more complex in terms of clausal structure. 
Cuenca (2003) offers a series of conclusions to her analysis, which point to 
cultural and cognitive differences in the three academic traditions in question. 
Following the work of Kaplan (1966), Clyne (1994), and Grice's (1975) Co-operation 
principles, the author proposes that the different writing styles in the three 
languages reflect cultural differences regarding communicational co-operation 
agreements between readers and writers. English academic writing projects a 
"formal-oriented" (p.1085) culture in which "the writer has the responsibility of 
making his/her text easy to understand, which roughly means being synthetic and 
linear" (p. 1085). In contrast, Spanish and Catalan's academic writing represent 
"content oriented cultures [for which] the main concern is the amount of knowledge. 
Providing extensive knowledge is positively evaluated as a sign of academic authority, 
and the reader is made responsible for the interpretation of the text" (p. 1085). This 
cultural distinction clearly supports Simpson's (2000) findings about repetition of 
topics and the use of short direct sentences in English, as opposed to the long 
grammatically complex sentences of Spanish academic writing. In Cuenca's (2003) 
words: 
... direct, perspicuous expression is an outstanding feature in English academic 
writing. Direct expression is associated with short sentences and repetition. 
Conversely, in other cultures complexity of expression is related with 
authority because it is often interpreted as complexity of reasoning. 
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Complexity is syntactically implemented by long complex sentences, which 
integrate information while avoiding repetition. In Spanish and Catalan 
repetition of lexical elements is avoided, whereas variatio is considered a sign 
of formal style. (p. 1085) 
In brief, this section reviewed work that points to a distinct kind of reasoning 
used by writers of academic texts, which results in the use of rhetorical structures 
different from those typically used in narratives or other less academic genres. In 
addition to this, the literature identifies cross linguistic differences in the kinds of 
rhetorical resources utilized in English, Spanish, and Catalan to create locally 
coherent texts. Most relevant for the present work, Spanish academic writers have 
been found to use a complex, academical structure, rich in reformulations of different 
kinds (specification, explanation, synthesis, equivalence, etc.) as well as in 
reformulation connectives. It follows from this finding that in order to fit the 
conventions of their academic community, Spanish writers are required to master 
numerous and varied rhetorical relations and connectives. 
Knowledge of Local Coherence 
A number of questions guide our investigation of the knowledge base on 
which writers rely to construct locally coherent texts: what kind of knowledge is 
this? , how is it acquired? , is it that proficient writers have more or a different 
quality of knowledge than weaker performers? The present section is organized to 
summarize the answers provided in the literature to some of these questions. It 
begins with a description of the different ideas that contribute to our understanding 
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of the nature of this knowledge, followed by a review of the claims that have been 
made regarding its development and instruction. The section closes with a summary 
of works that point to possible differences between students in their quality of 
knowledge as well as in their ability to verbalize it. 
Several studies reviewed in this section do not make claims directly related to 
knowledge of written local coherence, but rather focus on the general linguistic and 
discursive knowledge that writers bring to the writing task, or on the logical concepts 
with which people understand and construct verbal and non-verbal reality. Together 
these studies constitute a solid body of knowledge supporting our understanding of 
the nature and development of the cognitive representations relevant to the literacy 
processes, and that sets clear guidelines for an investigation of the particular 
knowledge underlying discourse coherence. 
The Nature of the Knowledge 
There is an ongoing discussion in the literature regarding the nature of the 
knowledge that underlies coherence relations in discourse. Some of the issues under 
discussion are whether this knowledge can be considered universal or culture specific, 
and whether language users apply formal logic or certain content specific principles 
in order to relate ideas in text. For example, Knott and Sanders (1998) investigate 
the nature of coherence relations as universal psychological entities. Their aim is to 
explore the kind of knowledge on which readers and writers rely, in order to express 
and understand the diverse relations of coherence found in discourse. According to 
the authors, coherence relations in text "should be thought of in psychological terms, 
as a set of conceptual relations used by readers and writers when processing text" 
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(p.136). Following the work of Sanders et al. (1992, 1993), they maintain that 
language users have knowledge of four basic notions which they derive to 
understand all relations of coherence, rather than having knowledge of each one of 
the multiple relations of coherence that can be encountered in different texts. In 
brief, this framework assumes that all coherence relations derive from the following 
primitive principles: basic operation (causality or addition), source of coherence 
(semantic or pragmatic), polarity (positive or negative), and order of segments 
(applies only to relations of causality) (p. 140). For example, the English connective 
"whereas" would be analyzed as additive, semantic, and negative. To explore this 
hypothesis, the authors applied this framework to the relations of coherence used in 
Dutch and English. The results of their analysis indicated that for English and Dutch 
there is a common "set of coherence relations [that] can be taken to represent a 
finite, ordered set of cognitive concepts underlying the construction and 
interpretation of text"(p. 173). These results support Sanders et al.'s (1992, 1993) 
hypothesis, which suggests that there may be a set of linguistic universals 
underlying people's ability to express and understand relations of coherence. 
However, it is important to understand that the former conclusions should not 
be taken as proof that language users do not rely on the contents of text in order to 
understand relations of coherence. In fact, Knott and Sanders (1998) explain that 
although coherence relations in text communicate a certain universal knowledge, 
readers can not infer their meaning unless they are able to understand, as well, the 
semantic context in which they are embedded. The way they explain "the 
'inferrability' of a relation is not a characteristic of the relation itself, but of the 
context in which it appears, and the amount of background knowledge possessed by 
the reader" (p. 142). 
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This discussion between context-free and context-bound knowledge is also 
addressed by Gomez (1996) in his analysis of the kind of knowledge required in 
order to process intersentence connections. In this case, the distinction is not 
between knowledge of coherence relations and knowledge of the world, but between 
knowledge of general principles and knowledge of the world. The way the author 
puts it, it is a distinction between academical knowledge, or the understanding of 
general principles conveyed in language, and empirical knowledge, or the 
understanding of ideas by reference to the world. In his words: 
These types of knowledge are analogous to the notions of empirical and 
academical sentences. An academical sentence is one whose truth value can 
be established by only having knowledge about language. An academically 
true sentence, also called a tautology, is one that holds true in every possible 
world, an idea that goes back to Leibnitz. Classical examples of academical 
sentences are All bachelors are unmarried and All white horses are horses. In 
contrast, the determination of the truth values of empirical sentences requires 
knowledge about the world. For instance, the sentence Plants need light to 
live requires knowledge about plants and light to establish its truth. (p. 25) 
According to the author, language users understand the relation between the 
sentences: i) "Antibiotics work against infections" and ii)"They kill the germs that 
cause infection", because they apply a general rule explained by the author as: "if 
destroy (?x, ?y) and cause (?y, ?z) then work-against (?x, ?z) ... (where ?x is 
instantiated to antibiotics, ?y to germs, and ?z to infections)" (p.26). Therefore, 
following this line of thought, one does not need to have specific knowledge about 
infections and germs in order to construct a coherent meaning, because the general 
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principle conveyed in the language should suffice to build the relation between the 
two sentences. In contrast, readers and writers rely on world knowledge when they 
understand the relation between the sentences i) "In 1998 there was a hard freeze 
in Florida" and ii) "Most orange groves in Central Florida perished". In this case, it is 
not enough to retreive the meaning of the words "freeze" and "perished" (p. 27) in 
order to understand why the freeze caused the orange groves to perish. Because 
there is no general rule that implies that freezing always causes plants to die, it 
would be necessary to have knowledge about orange trees. 
Other positions can be found in the literature that contradict Gomez' (1996) 
distinction. Authors in this other line consider that language users process relations 
between ideas in discourse only by means of a context-dependent common sense 
logic (Grize & Pieraut-Le Bonniec, 1995; Voss, Wiley & Sandak, 1999; De 
Beaugrande,1984), instead of by applying fixed rules of logic, as the academic rules 
described above. Gomez' (1996) type of analysis matches De Beaugrande's (1984) 
depiction of the earlier work in discourse analysis, which had a "tendency to identify 
meaning with truth value" (p. 60), and thus intersentence relations were analyzed as 
to their universal truth validity. In his words: 
Since antiquity, philosophers have envisioned the construction of a mode of 
LOGICAL EXPRESSION. The mode was expected to be exact, non-ambiguous, 
and concise. Strict rules should make it decidable if any statement was true or 
false, and whether any statement could be correctly proven from another. All 
statements had obligatory symbolic formats that could be translated into 
declarative sentences of natural language ... To connect statements, 
JUNCTIVES were defined according to their effects on TRUTH VALUE. If two 
statements were true by themselves, their conjunction with 'and' was also 
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true; if either was false, the whole conjunction was false. A disjunction with 
'or', on the other hand, was true provided only one of the statements was 
true ... The junctives 'if-then- and 'if and only if' ... were also defined regarding 
truth value .. " 
According to De Beaugrande (1984), language cannot be reduced to these 
rules, and thus numerous statements uttered every day would have to be considered 
meaningless unless a more flexible semantic analysis is applied. Considering Grize et 
al.'s (1995) work, such an analysis should take into account that logical discoursive 
operations take place in a "sort of micro-universe [created by the speaker] which can 
be presented as real or fictive .. " ( p.18). In this sense, the fact that one content 
contradicts another in discourse does not mean that they are contradictory per se, 
but rather that the writer or speaker is responsible for that judgment. In Grize et al's 
(1995) words: 
... the main difference between these two modes of thinking lies in their 
intention. Scientific thought is meant to be context-free, universal and valid at 
all times ... [whereas] common sense type of thought is meant to be context 
dependent, valid in the here and now (p.32) 
Another implication of identifying the rules of discourse with those of formal 
logic is the assumption that language users have available the knowledge of 
universal rules of logic, which they apply when constructing meaning in discourse. 
According to Ginsburg and Opper (1969/1988) in their review of Piaget's work, this 
assumption can be derived from Piaget's finding that adolescents reach a stage in 
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which they are capable of utilizing the rules of propositional logic. The authors 
review studies conducted by Piaget which suggest that prior to adolescence (in the 
period between two and eleven years of age), children are unable to understand the 
logical relation of causality. For example, when asked to continue a sentence such 
as "the man fell from his bicycle" children between six and ten years would give 
answers such as "because he broke his arm" (p. 106). According to Ginsburg et al. 
(1969/1988), Piaget explains this behavior as children's tendency to think of events 
as juxtaposed instead of related, and also to represent syncretic wholes in which a 
number of unrelated ideas are put together. As a result, young children cannot 
represent the true causal relation between two events, which is also reflected in 
their seldom use of causal connectors in discourse. In contrast, adolescents are able 
to extract the different elements from an event, and relate them by virtue of logical 
relations such as disjunction, conjunction, or incompatibility. This is not to say that 
adolescents have explicit knowledge of propositional logic. In Ginsburg et al.'s 
(1969/1988) understanding, "Piaget does not use logic to describe the adolescent's 
explicit knowledge, but to depict the structure of his thought" (p. 197). The work of 
Piaget seems to support the assumption that, by adolescence, and given an 
appropriate social environment, education, and experience, humans reach a stage of 
development in which they are able to reason about reality in terms of formal logical 
relations. 
This position, however, has been questioned in current studies. An example is 
the work of Chao and Cheng (2000) who discuss the acquisition of conditional 
reasoning (the kind reflected in if-then relations of coherence). According to the 
authors, Piaget's proposal that "adolescents acquire a complete mental logic that 
corresponds to standard logic" (p.40) is mistaken and should be replaced with the 
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notion that children acquire first a pragmatic understanding of logical relations that 
is lately generalized as formal rules. Moreover, the authors provide experimental 
evidence that even preschool children have a certain understanding of conditional 
reasoning that is context specific and results from every day life experience. 
Another question regarding the knowledge behind coherence relations is 
whether the application of this knowledge is restricted to verbal communication, or 
rather constitutes a set of cognitive concepts with which humans perceive, 
understand, and organize events in reality as well as in discourse. This question has 
been explored by Talmy (2001) in his investigation of linguistic meanings and 
structures as representations of mental constructs. As part of his analysis of 
different event frames (eg. causal chains, paths, interrelationships), the author 
concludes that, cross linguistically, speakers select only certain portions of a referent 
scene to verbalize it, while leaving other portions unsaid or backgrounded. In the 
case of causal chains, for example, Talmy (2001) argues that what is verbally 
expressed in most familiar languages is the "initiatory intentional agent" (p. 272) 
and the final event or goal, as in the English sentence "I broke the window" (p. 272). 
The rest of the steps included in the event-- the different movements undertaken 
by the agent, the object used to break the window, the movements of the object--
are usually not verbalized and thus placed out of the focus of attention. In his 
interpretation, Talmy (2001) proposes that linguistic causal structures may be 
reflecting cognitive structures, and therefore it is possible that non-linguistic causal 
events are also conceptualized as to their beginning intentions and final results. 
Moreover, for the author it could be that this cognitive structuring has been selected 
in biological evolution for its functional relevance in conceptualizing events. In his 
words, 
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... this conceptual arrangement would seem to match a presumed kind of 
experience recurrent from earliest age on in which an intention and its 
realization, both in awareness, feel seamlessly linked. This experience 
includes little or no awareness of mediating actions and events--ones that, if 
considered, might be taken for granted as automatic bodily movements and 
expectable physical occurrences (p. 276) 
Scheppers (2003) offers a different point of view for this discussion. In his 
work, the author analyzes pragmatic relations between subsequent actions in both 
linguistic and non-linguistic behavior. In his understanding, "discourse and non-
verbal behavior have in common that they 'make sense', i.e. they are not perceived 
as random succession of elementary units, but as an interpretable whole" (p.665). 
According to his analysis, the pragmatic sense of a verbal sequence is built by 
considering each individual content as well as the particular relations or nodes (his 
term) that determine the function, intention, or 'reason why' (p.672) of each content. 
For example, in the sentence "she's SWEET but UGLY" (p.679), the two segments 
are related by a contrast node (explicitly marked with the word 'but'), that 
determines that the second segment has the function of contrasting the first one. 
Like Talmy (2001), Scheppers (2003) claims that linguistic structures refer portions 
of a scene that are at the focus of attention while leaving others in the background, 
and that the same foreground-background phenomenon must govern cognitive 
representations. However, his proposal is different from Talmy's in that for him 
verbal and non-verbal actions have an underlying pragmatic structure and thus each 
element foregrounded has a function within the global event, or in relation to a local 
unit. In his example of a "doing the dishes" (p. 683) non-verbal event, each plate is 
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relevant at a local level, whereas water is relevant at a global level. The same is 
true for verbal actions in which each new information is relevant in relation to the 
previous one (local level), but only some of them are relevant for the topic (global 
level). 
In brief, the studies reviewed above explore the existence of a universal 
knowledge of relations between events that humans utilize to conceptualize events 
in life and in discourse. Several authors agree that knowledge cannot be identified 
with the principles of formal logic, although studies in philosophy and psychology 
previously made this assumption. Hence language users apply their knowledge of 
the rules of a certain informal or natural logic, with which they perceive and 
organize linguistic and non-linguistic events. 
The Acquisition of the Knowledge: Development and Instruction 
Within the field of language acquisition, Clark (2003) investigated children's 
developing ability to relate ideas in oral discourse by virtue of different coherence 
relations. According to her observations, "when children learn how to combine 
clauses, they can talk about more complex events, and they gain additional tools for 
managing the flow of information" (p.271). This is true, for example, for the 
acquisition of clauses to relate events according to time, cause, or contingency. Clark 
(2003) investigated young children's understanding of causality in spontaneous talk 
and concluded that two and three year olds can correctly use because clauses in 
"routine sequences" (p. 263) that don't necessarily reflect a true understanding of 
causality. Therefore, less routinized talk or answers to questions are needed to 
reveal what they really understand. The author also describes a developmental path 
29 
in the acquisition of relational clauses, according to which children begin by merely 
juxtaposing elements, then acquire temporal and causal clauses, and later 
conditional clauses. In her understanding, this path is clearly influenced by the level 
of complexity of each type of relation. For example, the hypothetical meanings 
conveyed in conditional relations must be harder to understand, and thus take longer 
to be acquired. In brief, Clark's work describes the interplay between understanding 
and expression of causal knowledge as a complex relationship, in which what is 
expressed does not always correspond to what is known, but what is known 
determines what can be expressed. 
Interestingly, despite the fact that children learn how to write when they can 
already construct relational clauses in oral speech, this knowledge is not readily 
transferred to writing tasks. In effect, as found by Bereiter and Scardamalia (1987), 
young children's texts are usually disconnected and incoherent, because ideas are 
merely juxtaposed rather than transformed to build a coherent whole. In other words, 
comparing Clark's (2003) conclusions for oral speech with those of Bereiter and 
Scardamalia ( 1987) for written speech, it seems safe to say that novice writers 
exhibit a developmental path of written idea coordination that resembles the path of 
acquisition for oral language. According to Bereiter and Scardamalia (1987), novice 
texts evolve from a complete lack of connection between ideas, to the integration of 
four ideas using logical relations (p. 159-160). For example, third and fourth grade 
students would mostly coordinate only two ideas simultaneously, as in the sentence 
"In Michigan the climate is cool and the fruit crop is apples. "(p. 159). Fifth graders 
would reach the level of coordinating two ideas plus a logical relation, as in the 
sentence "In Michigan the climate is cool so their fruit crop is apples"(p.159). 
Other studies support the existence of this path of development. For example, 
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in their exploration of the management of local and global coherence in narratives 
produced by 2nd, 3rd, 4th, and 5th grade students, Favart and Passerault (1996) 
found that, across grades, there was a significant increase in the number of 
connectors produced at the global and local levels. This increase was especially 
significant at the local level, considering that the younger students rarely produced 
connectors at this level. In addition to this, the authors found that for 2nd grade, the 
connector and constituted 50% of the total connectors utilized, and 36% for 5th 
grade. The decrease in the use of and is interpreted by the authors as a result of an 
increase in the use of more specific connectors, particularly at the global level of 
discourse. As observed by the authors, these findings are consistent with the well 
established fact that the connector and is the first to be acquired in oral and written 
discourse, and that young children utilize it as a polyvalent link that can assume 
such different functions as addition, causality, chronology, or even adversativity 
(Peterson & McCabe, 1987). Hence, the path of acquisition of connectives seems to 
depend mainly on the increasing ability to express more specific relations between 
ideas or events, other than the mere juxtaposition expressed by and. Another 
important finding that mirrors the path of acquisition described by Clark (2003) for 
oral discourse, Favart and Passerault (1996) found that only temporal connectors 
were produced with increasing frequency across elementary grades, while causal and 
goal connectors appeared but with very low frequency. 
Regarding the coordination of ideas in academic writing, Langer (1986) found 
that students' ability to write academic texts improves dramatically after 8 years old 
(p.58). At the same age, story schema seems to be well established and few 
modifications are observed thereafter. As explained by the author, 8 year olds 
connect ideas in academic writing by virtue of the simpler relations of coherence 
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characteristic of narrative text. By the age of 14, however, texts exhibit a variety of 
relations and more complex ones: 
By age 14, although description rhetorical predicates continued to play an 
important role, a variety of more sophisticated structures were being used at 
the lower levels. There were significant increases between the ages of 8 and 
14 in the percentages of children who used causals, alternatives, evidence, 
and adversatives, suggesting a growing control of the structures which permit 
linking and elaboration of information, leading towards a more complex as 
well as more coherent piece. (p. 59) 
Langer's (1986) observation that the ability to create local coherence in 
writing increases significantly at age 14 is supported by some studies and contested 
by others. Piolat, Roussey and Gombert (1999) offer a relevant review of different 
studies that have explored students' acquisition of the argumentative schema. 
According to the authors, Akiguet and Piolat (1996) and Akiguet (1997) found that 
students at the age of 10 or 11 have already mastered the relations of coherence 
and connectives that enable them to construct argumentative texts; Corier and 
Marchand (1994) claimed that at 12 years old only some students could produce 
elaborate argumentative texts, and Scheneuly (1988) maintained that this capacity 
was acquired approaching 14 years of age. Still a different position, Feilke (1996) 
found that 13 and 14 year old subjects could produce argumentative texts with more 
complex relations of coherence, but that "certain statements remained 
uncoordinated, causing interruptions in the flow of the text" (p. 130). According to 
Piolat et al. (1999), Feilke (1996) observed that only at the age of 16 were students 
able to elaborate a good quality argumentative text in which the ideas were 
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hierarchically organized according to a semantic purpose. In Piolat et al.'s (1999) 
point of view, these divergent results could be considered a function of the different 
tasks utilized in each study. Thus, students of the same age may perform quite 
differently when confronted with unconstrained, semi-constrained, or highly 
constrained writing tasks. 
Studies conducted with diverse populations indicate that proficient idea 
coordination in academic writing is a difficult acquisition and that subjects vary in the 
level to which they master this skill. Authors maintain that academic writing uses 
language and structures that are different from the language of the student (Jacobs, 
1990), and that instruction could play a central role in this acquisition. Local 
coherence, or idea coordination, has been identified as a key element in the 
construction of academic texts, and at the same time, one of the most difficult 
acquisitions involved in the mastery of these schemas. For example, Jacobs (1990) 
describes the structure of academic texts as follows: 
Academic prose has a hierarchical structure, tall rather than wide .... certain 
propositions logically dominate other propositions. Higher propositions 
organize lower ones by showing how they are related to each other. Termed 
rhetorical predicates by Grimes (1974), the higher propositions may show 
that the lower ones are related by such rhetorico-logical notions as cause, 
classification, comparison, or illustration (D'Angelo, 1979; Fahnestock, 1983; 
Jacobs, 1981, 1982) (p.154) 
At the core of Jacobs' (1990) work is the understanding that expository 
writing is part of the conventions of an academic culture, which poses the challenge 
to students of "learning how to construct reality according to the conventions valued 
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in schools" (p. 159) According to the author, the kind of reasoning used in expository 
prose has been passed on from generations in cultures in which schooling is common, 
and has had an effect in oral communication, as well as in the kinds of reasoning 
used and valued in those communities. In her words: "thinking clearly, speaking 
logically, and arguing rationally are processes that can hardly be defined without 
invoking patterns of information created by expository writers" (p.153). However, 
despite the great cultural value of academic structure, Jacobs (1990) maintains that 
language users vary in their ability to use this structure in discourse. Considering her 
analysis of the recall protocols produced by 6th grade students in Honolulu after their 
science class, the author concluded that only some students had developed the 
ability to impose an academic structure to their discourse. A similar claim was made 
by McCutchen and Perfetti (1983): 
In our evaluation of both narrative and expository writing, increased local 
coherence accounts for much of the development we observe between second 
and eighth grade (McCutchen & Perfetti, 1982). Old writers differed from 
younger in the proportion of locally connected sentences that they wrote, as 
well as in the kinds of linguistic constructions they used to make the 
connections. This sensitivity to local coherence, however, does not develop 
uniformly and could be supported by instruction (p. 73) 
In brief, the studies reviewed above suggest that the acquisition of written 
local coherence is the result of a developmental path that goes from a total lack of 
relation between adjacent ideas, to the ability to transform the different contents of 
text in a structure that integrates them by means of logical relations. However, it has 
also been found that schooling plays a central role in the acquisition of this 
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knowledge, particularly in familiarizing students with the conventions of the 
academic schemas. For example, the kind of academic reasoning used in expository 
writing can be considered a cultural construct that students acquire by participating 
in formal instruction settings. 
The Quality of the Knowledge: Implicit or Explicit 
The fact that children develop the ability to relate ideas in writing does not 
imply that they are able to reflect on this knowledge or to manipulate it in order to 
perfect their written products. This distinction between implicit and explicit 
knowledge has been addressed many times in the literature, although very little has 
been said for the particular case of knowledge of local coherence. For example, 
Piaget (1976) dedicated a book to his studies on children's cognizance, or their 
ability to be aware of their behavior and to explain the steps involved in it. Similarly, 
a central idea in Vygotsky's (1934/1986) theory of intellectual development is the 
acquisition of conscious awareness and deliberate control over our mental processes. 
In his words, "the central issue of development during school age is the transition 
from primitive remembering and involuntary attention to the higher mental 
processes of voluntary attention and logical memory" (p. 166). 
Most relevant for the present study, studies in the field of metalinguistic 
awareness have explored the quality of knowledge that individuals require in order to 
analyze and control linguistic performance. Metalinguistic awareness has been 
defined in the literature as the "conscious reflection on, analysis of, or intentional 
control over various aspects of language-- phonology, semantics, morphosyntax, 
discourse, pragmatics-- outside the normal unconscious processes of production or 
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comprehension" (Karmiloff-Smith, Grant, Sims, Jones, and Cuckle 1996, p.198). 
According to this framework, subjects' ability to analyze and control their linguistic 
knowledge can have two distinct levels of performance: implicit and explicit. The 
former is displayed, for example, in tasks that prompt the detection and correction of 
grammar mistakes, activities that require revision of the knowledge of grammar but 
don't necessarily involve explicit knowledge of it. The latter level is displayed in tasks 
like definition of words or explanation of grammatical errors, and requires explicit 
knowledge of the units and rules of language. According to Galambos et al. (1990), 
there is a normal course of development of metalinguistic awareness for monolingual 
speakers, and explicit analysis of linguistic knowledge is at the end of this path. In 
this framework, literacy instruction is recognized as enhancing the acquisition of 
explicit analysis of linguistic knowledge because it provides experience 
decontextualizing, identifying, and reflecting upon the different aspects of language, 
which in turn has a positive effect on reading and writing performance (Bialystok 
1992). 
Metalinguistic knowledge is considered by some a subcategory of the larger 
framework of metacognition, or the "awareness and knowledge of one's mental 
processes such that one can monitor, regulate, and direct them to a desired end" 
(Harris & Hodges, 1995, p. 153). Much of the work on metacognition (Baker and 
Brown, 1984; Brown, 1980-1985; Flavell and Wellman, 1977; Garner, 1988; Graham 
and Harris, 1996; Scardamalia and Bereiter, 1983) follows the lines of the seminal 
work of Flavell ( 1976, 1979) who also sheds light on the quality of knowledge that 
underlies cognitive performance. Flavell's theory identifies the idea of metacognitive 
knowledge of the variables involved in cognitive tasks, which includes the beliefs or 
knowledge about abilities and cognitive functions, as well as about the task at hand, 
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and the strategies with which it could be better performed. According to Flavell 
(1979), metacognitive knowledge can be tacit and unconsciously activated, or 
explicit and consciously activated. The way he explains it: 
... metacognitive knowledge is not fundamentally different from other 
knowledge stored in long-term memory. Thus, a segment of it may be 
activated as the result of a deliberate, conscious memory search, for example 
for an effective strategy. On the other hand, and no doubt more commonly, 
the segment may be activated unintentionally and automatically by retrieval 
cues in the task situation. However activated, it may and probably often does 
influence the course of the cognitive enterprise without itself entering 
consciousness. Alternatively, it may become or give rise to a conscious 
experience ... Finally, and again like any other body of knowledge children 
acquire, it can be inaccurate, can fail to be activated when needed, can fail to 
have much or any influence when activated, and can fail to have a beneficial 
or adaptive effect when influential. (p. 907-908) 
In effect, Flavell's (1979) framework allows for the existence of implicit 
metacognitive knowledge that has been acquired as a result of experience with 
different cognitive tasks. Moreover, within his theory, the fact that these concepts 
are implicit does not preclude their application during cognitive performance. As 
explained by Garner (1988) in relation to Flavell's theory: 
... some metacognitive knowledge ... is declarative, and some is procedural. As 
with other knowledge acquisition, metacognitive knowledge grows in a slow 
and gradual fashion through years of experiences in the "domain" of cognitive 
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activity. Like other stored knowledge, it can be activated quite automatically 
(p.18) 
However, from a pedagogical perspective, the greatest contribution of 
Flavell's theory is his suggestion that metacognitive knowledge can be taught, thus 
generating explicit concepts that can be consciously retrieved in response to failure 
detection during cognitive performance. In fact, several studies on metacognition 
and literacy (Baker and Brown, 1984; Brown, 1980-1985; Garner, 1988; Graham 
and Harris, 1996; Scardamalia and Bereiter, 1983) have found that subjects can 
benefit from receiving instruction about the different aspects involved in successful 
reading and writing, and about the strategies to better utilize this knowledge during 
the linguistic activities. 
Within the framework of metalinguistic awareness, authors have also 
suggested that students can be trained to reflect on their knowledge of the linguistic 
aspects and the procedures involved in the writing process (Camps, Guasch, Millian 
& Ribas, 2000; Dolz & Erard, 2000; Tolchinsky, 2000), and that this reflection can 
lead to improvement in the written products. For example, the studies performed by 
Camps, Guasch, Millian & Ribas (2000) propose a way in which this metalinguistic 
reflection can become a collective event and serve the double purpose of regulating 
writing and offering an opportunity to learn about the writing process. In their study, 
secondary students write in pairs, which opens the possibility for implicit behaviors 
and knowledge to become explicit in students' discussions. They write: "Peer 
interaction implies a certain necessity to make explicit some declarative knowledge 
about language, discourse, and some procedural knowledge about required 
operations in the written activity" (p.22). A similar educational intervention is 
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proposed by Dolz & Erard (2000), although these authors use a different term --
metaverbal activities-to describe collective reflection about linguistic knowledge, as 
well as control and planning of linguistic processes. 
Another consideration regarding the quality of cognitive representations is 
whether subjects are able to verbalize or define their understanding of different 
concepts, an issue that has also been addressed by different researchers (Vygotsky, 
1934/1986; Garner, 1988; Bullock, 1982). For example, Vygotsky (1934/1986) 
provides a relevant distinction between scientific and spontaneous concepts. In brief, 
spontaneous concepts originate from the child's experiences in life, are usually 
inaccurate or non-adult-like, follow a developmental path from the concrete to the 
abstract, and are typically hard to define. Scientific concepts are acquired as a result 
of the cooperation between teacher and student (or adult and child), specifically, of 
the verbal interactions that take place in the social milieu. They constitute more 
mature concepts, develop from the abstract to the concrete, and are more readily 
available for verbal definitions. As explained by the author: 
When asked to define the concept of "brother", a student turns out to be 
more confused than when asked to define the Archimedean law. The 
understanding of "brother" is deeply rooted in the child's experience and 
passes a number of stages before arriving at the definition made in 
conceptual form. Such a development does not start in a classroom and does 
not involve a teacher's explanations. At the same time, almost all empirical 
content of the concept "brother" is already assimilated by the child. The 
concept of "Archimedean law", on the contrary, does not evoke such a 
repercussion in the child's own experience. (p. 158) 
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Within his larger exploration of these two types of concepts, Vygotsky 
{1934/1986) conducted a series of experiments aimed at determining "the level of 
the child's conscious comprehension of the causal relations"(p.147). He presented 
second and fourth grade children with pictures of the beginning, middle, and ending 
actions of a story, and asked them to narrate it. He also used Piaget's technique of 
completing fragments of sentences, but in this case the sentences ended in causal 
connectors (e.g. because) and adversative connectors (e.g. although). Another 
important innovation was that half of the sentences contained material taken from 
the children's social science courses, and half used daily life situations (e.g. "the boy 
went to the movies because .... " (p. 147). The results indicated that both groups of 
students did better with the class based materials than with the everyday situations, 
which was interpreted by the author as a testimony that "the development of 
scientific concepts runs ahead of the development of spontaneous concepts" (p. 147). 
In his understanding, the class material had been presented to the students through 
"initial verbal definitions" (p.148) that gradually evolved in true concepts in the 
child's mind, by virtue of systematic applications. The case with the everyday 
material reflects children's spontaneous concepts which are not subject to systematic 
teacher-student verbal cooperation, and thus are hard to generalize. 
Vygotsky's (1934/1986) findings in relation to spontaneous and scientific 
concepts introduce a number of elements to the description of the quality of 
metacognitive knowledge. From his findings it follows that one should not only 
consider whether metacognitive knowledge is implicit or explicit, but also whether 
students are able to define these concepts with more or less difficulty. In addition to 
this, students' ability to define their metacognitive knowledge could be considered a 
result of their experiences with instruction, particularly with the verbal interactions 
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with which these concepts could have been presented or discussed in the classroom. 
Ultimately, if students express mature and stable concepts of the requirements of 
local coherence, such findings could be considered a sign of former experience with 
formal instruction. However, it is important to note that lack of verbal definitions 
should not be taken on its own as sign of absence of knowledge. Following the above 
reviewed theories, at least two different situations could be associated with students' 
inability to define their knowledge. One possibility is that the subject has a 
spontaneous concept that has still not reached the level of explicitness and 
abstractness that allows for definitions. Another possibility is that the student has 
had no experience with the concept in question, and thus has no knowledge of it. 
Different authors have contributed to the distinction between lack of 
knowledge and inability to verbalize it. For example, Bullock (1982) investigated 
children's knowledge of causal relations, and his work was largely dedicated to 
questioning the methods used by Piaget to elicit the same knowledge from children. 
In Bullock's (1982) understanding, "knowledge [of causal relations] can be explicit, 
accessible, and articulable .... [as is the case with] a person who declares that 'causes 
precede effects' "(p.214). On the other hand, people can also have implicit 
knowledge of causality and thus apply its principles while being unable to articulate a 
definition. He proposes that Piaget's methodologies required from children explicit 
knowledge of causality, and the ability to provide verbal explanations of this principle 
(e.g., asking children to explain why boats could float), which may have caused their 
inability to express knowledge of causality. On the contrary, Bullock's (1982) work 
investigated children's implicit understanding of causality through tasks that did not 
require verbal explanations. He takes the position that "the underlying structure of a 
child's knowledge may not be reflected in that child's verbalizations" (p.221) 
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According to his results, children as young as three years already relate events 
according to an understanding of causality, although unable to verbally explain this 
relation. 
Still another element to consider in relation to verbalization of knowledge is 
subjects' ability to use technical language when defining concepts. This ability, which 
clearly results from formal instruction, does not merely affect students' capacity to 
communicate their knowledge to others, but also has a role in organizing their 
reasoning about different concepts. Although not in relation to knowledge of local 
coherence, Camps, Guasch, Millian & Ribas (2000) as well as Dolz & Erard (2000) 
introduce in their work the distinction between metalinguistic activities and 
metalinguistic terminology or metalanguage of several concepts involved in the 
writing process. These authors propose that collective metalinguistic reflections --
such as a discussion of these concepts guided by a teacher-- provide students not 
only with the opportunity to reflect on their own cognition, but also offer a social, 
communicative, and linguistic space in which specific knowledge of language and text 
are discussed. As a result, students acquire the specific words to talk about the 
knowledge and strategies they use during different writing tasks, as well as the 
practice on how and when this kind of talk should take place. This technical language 
enhances students' ability to think and talk about language elements and processes. 
To summarize, the studies reviewed above inform our understanding of the 
quality of knowledge that underlies local coherence in writing. In brief, findings 
suggest that this particular metalinguistic knowledge can be implicit or explicit, and 
that it can be taught thus contributing to self regulation during reading and writing. 
In addition to this, it has been claimed that the kind of explicit knowledge that 
results from formal instruction is more readily available for definition or verbalization. 
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In effect, students who have been exposed to systematic instruction of these 
concepts acquire the words to explain this knowledge and to reason about it. 
The Process of Writing and Local Coherence 
Bereiter and Scardamalia (1987) provide an extensive description of the 
development of idea coordination in writing. The way they explain it, in terms of 
information processing demands, local coherence is one of the two top priorities that 
writers should control during writing: 
In discourse production there seem to be two high and sometimes competing 
priorities: to produce sufficient language to fill the perceived social void and to 
maintain local coherence ... The local coherence requirement is the minimum 
requirement for upholding the presumption of competence. People whose 
utterances do not follow in any discernible way from their predecessors are 
judged to be distracted, drunk, senile, schizophrenic, or otherwise 
incapacitated .... Consequently, the processing demand involved in meeting 
these top-priority requirements may be thought of as the basic processing 
demand of composition. (plSl) 
During the writing process, monitoring for local coherence necessarily implies 
a concern for the global coherence as well. As explained by the authors, adequate 
idea coordination requires keeping in mind the topic of the text (global coherence) 
and the content of the neighboring ideas (local coherence). The authors explain this 
process as the coordination of two chunks of information. According to their 
observations, some young children "[do] not hold both the topic and subsequent idea 
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in mind, [thus] the next thought likely will be inspired by whichever of these two 
schemes is more salient, although it is also possible that a salient but completely 
unrelated thought will enter" (p.164). Interestingly, this kind of processing does not 
seem to be a requirement for narrative writing. In effect, Bereiter and Scardamalia 
(1987) observed that 5 and 6 year old children produced coherent narrative texts, 
which the authors attribute to the simpler processing demands of the narrative 
schema. In the case of personal narratives, children must apply to their discourse 
the order in which the events had been represented in their memory, thus imposing 
no demands on transforming the information in text. In the case of fiction, the 
authors maintain that the process is simplified by the existence of a stable 
representation of the narrative schema. In other words, as observed by Durst (1987), 
subjects possess a strong story framework in which the events are readily organized 
(p.152). 
It is important to say that the authors' description of the development of "idea 
coordination" is part of their larger model of the writing process of novice and expert 
writers. As explained by Scardamalia and Bereiter (1992), novice writers use a 
strategy that the authors name "knowledge telling" because of a focus on saying 
ideas rather on how to say them in order to construct a comprehensible piece. 
According to the model, given a familiar topic, novice writers reduce the writing task 
to an automatic "downloading" of ideas from memory, without transforming those 
contents according to semantic or pragmatic considerations. Because contents have 
been activated that are related to the given topic, the result is a piece that can very 
well seem coherent at the global level. However, because no attention is placed on 
producing new ideas that relate with the preceding ones for semantic, logical, or 
pragmatic reasons, the piece will normally present incoherences at the local level, 
44 
and ideas will normally be connected by addition if not merely juxtaposed. 
On the opposite, expert writers will be able to consider not only the content 
level but also the rhetorical level, and thus they will produce content that can adapt 
to a certain social context, by filling the communicational needs of the reader. This 
kind of process is named "knowledge transforming" because contents are 
transformed by the writer by means of different linguistic resources, in order to meet 
the communicational needs. If one is to apply this model to academic writing, it 
seems safe to say that an expert writer should be able to use the linguistic resources 
with which ideas are typically related in this kind of texts, so that ideas will not only 
be coherent at the local level but will also reflect analytical and critical reasoning. 
Expert writers will not merely tell ideas but rather process them by virtue of different 
logical operators. 
From the same perspective of information processing, using logical-rhetorical 
relations to coordinate ideas necessarily adds to the processing demands of writing. 
Relations of coherence are units of information, or chunks that need to be held in 
working memory, together with a representation of the previous idea and of the 
topic of the text. As Bereiter and Scardamalia {1987) explain it, the difficulty resides 
in the number of schemes that should be coordinated in order to integrate two ideas 
by virtue of a logical operation. This ability develops gradually in most children, 
whose writing evolves from a total lack of connection between ideas (level 1), to the 
coordination of four ideas "into a single relational structure"(p.161) (level 4). In 
other words, thanks to an increasing ability to hold and to integrate different chunks 
of information in mind, children become more able to transform information 
(knowledge transforming) into a new rhetorical structure. 
Few studies can be found that describe the type of processing associated with 
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locally coherent writing. An exception is the work of McCutchen and Perfetti (1983). 
The authors describe the writing of a 4th grade student, in which the "sentences 
seem[ed] largely unrelated, randomly arranged, and rather tedious" (p.72). 
However, according to the think aloud data, the student spontaneously reread her 
own piece and noticed that the sentences "did not really fit". As a result, she 
decided to add the word "also" and thus was able to coordinate two of her ideas. 
The authors conclude from their observation that "attention to local coherence can 
have dramatic effects on the quality of the text produced" (p. 72). The authors 
highlight that the kind of "sensitivity to local coherence" (p. 73) exhibited by their 
subject could be enhanced by explicit instruction, particularly by teaching her to 
plan "at a more micro level" (p. 74), which seems to add naturally to children's 
tendency to pay attention to the sentence level. Most relevant for the present 
investigation, McCutchen and Perfetti (1983) suggest that skilled writers don't need 
to focus their attention at the local level. For them, planning at the global level is 
enough to achieve local coherence, because their global plan allows them to know 
automatically "where each sentence is intended to lead" (p. 74). 
According to Victori (1999) there is agreement in the literature on first and 
second language writing that the main difference between proficient and poor 
writers is in their writing processes, particularly on the different strategies they 
utilize. However, the author calls attention to the role that metacognitive knowledge 
has in supporting informed decisions during the process of writing. If writers are to 
apply useful strategies, first they need to have knowledge of the requirements of 
proficient writing, of the demands of different writing tasks, and of how and when to 
apply these strategies. Although not directly concerned with local coherence, the 
work of Victori (1999) presents relevant findings about the knowledge and writing 
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processes of four college level ESL writers. According to the results of a compose 
aloud task, those students who performed better in essay writing (better 
organization, content, cohesion, vocabulary, and grammar) tended to focus their 
attention on global text-level problems (e.g. coherence, idea organization) while 
writing an argumentative essay. Those students who obtained lower scores on their 
written products were found to focus attention on vocabulary and grammar while 
writing their essays. Supporting the claim that metacognitive knowledge influences 
the type of processing, the author found that the successful writers also had better 
knowledge of the requirements of proficient academic writing, such as the role of 
content, coherence, order of ideas, cohesion, and clarity, and that having that 
knowledge resulted in the use of strategies to monitor those elements during writing. 
As proposed by the author, less successful writers did not use strategies to monitor 
discourse level requirements, because they lacked the appropriate knowledge about 
the importance of those elements. 
In summary, this section reviewed what is known about the kind of writing 
process that supports locally coherent writing. In brief, studies describe the 
generation of local coherence as a process that requires holding in working memory 
a representation of the previous idea, of the topic of text, and of the relation of 
coherence that will allow them to integrate the new and the old information. It has 
been suggested that focusing attention on intersentence relations during writing 
could facilitate this task, especially for novice writers. In addition to this, a relation 
has been found between higher knowledge of the requirements of academic writing, 
and the processing of efficient strategies to regulate discursive elements, including 
organization and cohesion. Ultimately, the most knowledgeable writers use a more 
efficient process, which results in producing better written products. 
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Problems with Written Local Coherence: The Role of Knowledge and Process 
As in other areas of this review, few studies can be found that have 
investigated the relation between metalinguistic or metacognitive knowledge of local 
coherence and the products of writing. An exception is the work of Wright and 
Rosenberg (1993) who claim that knowledge of text coherence can influence writing 
of locally coherent expository texts in 4th grade, 8th grade, and college students. 
Unfortunately, this study did not explore the exact quality of knowledge that the 
students possessed, or how students activated their knowledge during writing. Their 
measure of knowledge results from a recognition task. Specifically, participants were 
asked to select from a number of sentences those that did not relate to a given topic. 
The task clearly required the application of implicit knowledge of discourse coherence, 
but it could not distinguish whether participants could explain why or by virtue of 
what relations the sentences cohered with the topic, or if they actually reflected 
about coherence during writing. Despite these limitations, the results point to a 
strong correlation between knowledge of coherence and the products of writing. 
Statistical correlations were calculated between (a) knowledge task scores (KTS) and 
individual sentence global coherence, (b) KTS and holistic global coherence, and (c) 
KTS and local coherence. Positive statistical correlations were found between 
knowledge of coherence and coherent writing even when the effect of grade level 
was removed. In other words, the correlation found "was independent of 
developmental improvements" (p.155) on each of the items measured, and thus 
even within the youngest age group, those who produced more coherent essays had 
more knowledge of coherence. 
Conversely, lack of adequate knowledge of the requirements of written 
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coherence can negatively affect the written products. For example, within the 
framework of rhetorical predicates, Durst (1987) investigated "the thinking process 
students employ and the text structures they produce in academic writing" (p.347). 
Twenty eleventh grade students composed-aloud a summary and an academic text, 
as responses to a history passage. The author reports that, although academic 
writing generated more reflection (including abstract plans about the writing process, 
the relation between ideas, and the text structure), this reflection was not always 
transferred into an academic structuring of information. According to the author, an 
"analysis of hierarchical organizations of content.. .and of cohesive conjunctions 
suggests that students relied fairly heavily on narrative in both forms of writing"(p. 
373), which, for him, can be interpreted as lack of knowledge of the conventions of 
argument and of the topic at hand. In his interpretation, the narrative schema is 
more readily available and governs the way in which students organize information in 
writing: 
It appears that, to cope with the difficult academic format, many students 
relied on their more highly developed narrative skills, embedding large chunks 
of chronology within the academic framework, without directly linking these 
sections with their theses. Some even eschewed the academic format 
altogether, writing narrative summaries instead, which is perhaps the 
strongest indication we have of the difficulty of academic writing. (p. 373) 
Durst's (1987) conclusions point to an interplay between knowledge of 
academic rhetorical structures and the process of writing, and describe the effects 
that these two aspects can have on the written products. In his understanding, 
students did not only lack adequate knowledge of the conventions of academic 
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writing, but also followed a certain process in which their more stable 
representation of the narrative schema guided the decisions they made in terms of 
rhetorical relations. In the author's terms, although his students exhibited an 
ability to analyze the historic text, they "unconsciously" (373) applied a narrative 
schema when writing. Although his study did not measure the exact quality of 
knowledge that students possessed about both the narrative and the academic 
structures, his results suggest that students had more knowledge of the narrative 
schema, which automatically (unconsciously) ruled their writing process. 
A relevant discussion can be found in the work of Lee (2002). In the context 
of second language academic writing, the author found that Chinese students who 
had trouble constructing coherent English texts could benefit from receiving explicit 
instruction about coherence in writing. This kind of instruction was found to affect 
students' metacognitive knowledge as well as their writing process. According to the 
author, although coherence is a central requirement of quality writing, it is rarely 
taught in a systematic way because the concept is considered fuzzy or unclear. Lee 
(2002) designed an intervention for ESL university students in which coherence was 
explicitly taught and in a concrete way, by introducing "a number of coherence-
creating devices" (p. 135) that work at different levels of discourse, including at the 
level of relations between adjacent propositions. Results derived from pre and post 
analysis of written products show evident improvements in written coherence. For 
example, students' post intervention texts were found to be less fragmented, and 
information was better organized with adequate cohesive devices. In addition to this, 
findings derived from pre and post compose aloud tasks and post application 
interviews indicate that instruction affected students' writing process, specifically by 
shifting their attention to the discourse level of text instead of to mechanics or 
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grammar. In the author's terms, students "broadened their awareness of what 'good 
writing' entails" (p. 151). For example, during post test think aloud protocols, 
students expressed their concerns for discursive elements involved in coherence, 
such as their texts' macrostructure, information distribution, propositional 
development and modification, as well as for cohesion. 
It seems very clear that problems with written local coherence occur in first 
and second language writing, and within very different populations. For example, the 
work of Wikborg (1990) documents problems with local coherence in academic 
writing among university students in Sweden. The author analyzed 144 essays 
written by undergraduate and graduate students from different departments at the 
University of Stockholm, and elaborated a list of "coherence breaks" (p. 133) 
encountered in the papers. This term is defined by the author as follows: 
Coherence break is the term I use for what happens when the reader loses 
the thread of the argument while in the process of reading a text attentively. 
This may occur for any number of reasons, all of which are familiar to the 
teachers. It may be that the reader cannot really figure out what the topic is 
or that there is a sudden and inexplicable change of topic. On a more local 
level, the reader may have trouble working out the logical relation between 
two sentences or there may be an inference that is difficult to follow. This 
type of disturbing factor I have called a coherence break because it interrupts 
the smooth processing of the flow of information in a text. (p. 133) 
Five of the eleven breaks identified by the author were found to be the most 
frequent among the essays. Interestingly, two of those correspond to local 
coherence errors: "uncertain inference ties", and "missing or misleading sentence 
connection" (p.135). Three other less frequent local coherence problems were 
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encountered: "malfunctioning cohesive tie", "too great a distance between the 
cohesive items in a cohesive chain", and "misleading distribution of given and new 
information within the sentence" (p.134). 
Still a very different population was analyzed by Amengual (2002). The author 
investigated the writing skills of Chilean preservice Spanish teachers and found that 
their texts were frequently incoherent at the global and local levels, among other 
common mistakes. The subjects, who belonged to different traditional and private 
universities of Santiago, were required to write three different texts: a formal letter, 
an official report, and an argumentative essay. On average, subjects exhibited an 
insufficient command of syntax, text organization, and logic; had frequent 
vocabulary mistakes, and usually failed to adjust to the formal communicative 
situation. Within the analyzed subjects, those who attended private universities were 
less skilled at Spanish composition than those attending traditional universities5 , 
regardless of differences in the admission test scores and high school grade point 
average. It was also found that students with higher socioeconomic status (SES) 
demonstrated more skills at academic writing which, according to the author, is 
directly related to the high school institutions they attended. In effect, these results 
coincide with other Chilean national measures in which students from private grade 
schools do better in literacy than students from public grade schools. However, 
regardless of SES, type of university or high school, all subjects exhibited poor 
writing skills. These results are especially relevant considering that all subjects had 
obtained their Spanish teaching degree and were probably already teaching Spanish 
language. 
5 In Chile, traditional universities are usually more prestigious and recruit their 
students on the basis of high scores on the national admission tests, as well as on 
high school grade point average. Private universities are relatively new and typically 
require lower scores in the admission tests and grade point average for admission. 
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In brief, the studies reviewed in this section identify two main problems 
related to local coherence in academic writing: intersentence incoherence and the 
inability to use the more complex relations of coherence and connectives 
characteristic of the academic genres. These problems have been found within first 
and second language writers and cross linguistically. Authors have claimed that at 
the source of these problems is students' lack of adequate knowledge of the 
requirements of local coherence, particularly of the conventions that rule logical 
relations in academic writing. In addition to this, it has been found that learners' 
writing process can affect their achievement of written coherence. For example, 
writers can unconsciously apply a narrative schema while writing academic texts, 
and can fail at focusing attention on the more global aspects of discourse such as 
coherence. 
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CHAPTER THREE: A PILOT STUDY 
A year before conducting the main study, the researcher did a small pilot 
study. This chapter includes a description of the procedures, problems, results, and 
conclusions derived from this early work. 
Goals 
The pilot study served as a first exploration of the following research 
questions that would later guide the main study: 
1. What is the quality of 12th grade Chilean students' academic writing coherence? 
2. Are they able to recognize locally incoherent sequences when they read academic 
texts? 
2.1. Are they able to explain the semantic, logical, and pragmatic 
relationships that govern local coherence in academic writing? 
3. Does having the ability to recognize and the ability to explain correlate with the 
quality of students' writing products? 
4. Do levels of recognition relate to deliberate regulation of local coherence during 
writing? 
5. Is there a relation between level of recognition, degree of regulation, and products 
of writing? 
The pilot study was also conducted to confirm the utility and quality of the 
instruments and methods that would be used for the main study. Specifically: 
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• To examine the appropriateness of the instruments that would be used for 
the main study, to determine whether they were adequate to the target 
population in terms of task difficulty and readability and whether the topics 
and ideas contained in the instruments were appealing and interesting, so 
to motivate students' to write the best that they could. 
• To examine the appropriateness of the time allocated to complete each 
of the tasks. 
• To test the assumptions basic to the design of the main study. In 
particular, that the results of task 2 will show that some students have low 
recognition and some have high recognition skills. In addition to this, the 
results obtained in the pilot study should enable the researcher to predict 
whether there would be a sufficient number of students who qualify as "high 
recognition", a requirement of the design. 
Participants 
A class of 30 12th grade Chilean students was recruited that attended a public 
school in Santiago, Chile. Two students had to be left out of the study because they 
were absent during the second day of the application. The school had obtained an 
average score only 18 points below the national average on the language section of 
test SIMCE 2003 (applied to lOth grades). It was located in the northeastern 
extreme of the capital city, in a neighborhood built on top of the hills and east from 
the Mapocho River that crosses the city. With a population of 74,749, this 
neighborhood is very particular in terms of its people. While rich families have 
chosen this site to build huge houses, 8% of the total population is considered very 
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poor and 2. 7% do not have the minimum supplies and infrastructure to survive. The 
school chosen for this study was located up the hill in a modest, quiet street that 
resembles small towns in the south of the country. 
Task 1: Recognition Test 
Following the work of Markman (1979) and Markman & Gorin {1981), 
students were presented with texts that contained inconsistencies at the local level; 
that is, sentences that did not hold local coherence relations with the preceding 
information. The purpose was to explore students' ability to detect these 
inconsistencies, which should be a direct result of their monitoring their 
comprehension and thus realizing a failure to establish coherence between adjacent 
sentences. Considering Markman's (1979) and Markman & Gorin's (1981) finding 
that students are better able to detect inconsistencies when explicitly asked to do so, 
the first four paragraphs included a neutral or non specific instruction and the 
remaining four included a directive that prompted students to look for inconsistencies 
in the text. 
Procedures for Developing Material 
In order to develop the instrument, eight topics were selected from the 
Chilean media that had received plenty of attention during the first semester of that 
year. Based on those topics, the researcher composed eight paragraphs with an 
average length of 5 sentences. Each of the paragraphs included one locally 
incoherent sentence. The criteria for incoherence were determined considering Lee's 
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(2002) operational definition of coherence. Each target sentence was made locally 
incoherent according to one or more of the following criteria: 
1. Surface of text: 
i) Reference: The sentence presents a pronoun or noun that does not adequately 
refer to a previously introduced noun. For example: Peter is a boy. She Jives in 
Chile. 
ii) Connective: The sentence includes a connective that does not adequately 
express its logical, semantic or pragmatic relation with the previous 
sentence. For example: War can destroy families. For example, World War II 
lasted 6 years. 
2. Beyond the surface of text: 
i) The sentence does not have a clear logical, semantic or pragmatic relation with 
the previous sentence. There are no linguistic markers to signal a coherence 
relation between the pair of sentences. 
For example: In the forties, television had not yet been invented. People spent 
their time listening to the radio. My family comes from South America. Young 
people today have no idea of the importance that the radio had in keeping the 
world communicated and informed. 
The eight paragraphs were divided in two sections. Section one was 
presented with the following indirect instruction: 
"A continuaci6n hay cuatro parrafos que seran usados en un texto de estudio 
para Cuarto Medio. Por favor, lee atentamente estos parrafos e indica que 
modificaciones se podrfan hacer para mejorar su claridad". (The following four 
paragraphs will be used in a text book for 12th grade students. Please read 
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carefully these paragraphs and indicate what modifications could be done in order 
to improve their clarity) 
Section two was presented with the following direct instruction: 
"En cada uno de los siguientes parrafos hay una oraci6n que rompe con el sentido 
y que causa confusion. Para cada parrafo, lee atentamente y marca Ia oraci6n que no 
tiene sentido" (Each of the following paragraphs contains one sentence that doesn't 
make sense and that causes confusion. For each of the paragraphs, read carefully 
and indicate what sentence doesn 't make sense) 
Before its application, the instrument was validated with the help of language 
specialists. This process consisted of two rounds of validation. A total of 9 language 
specialists participated in the validation process, 4 in the first round and 5 in the 
second. These professionals were selected from different professions related to 
language; specifically, 5 were high school language teachers, 3 were linguists, and 1 
was a journalist. This process had the following specific goals: 
1) To identify any mistakes (syntax, vocabulary, spelling, typos) that could 
eventually distract the students from finding the locally incoherent sentences, and 
that could affect their comprehension of the paragraphs. 
2) To determine whether there is agreement among the specialists in that the 8 
target sentences are locally incoherent with the adjacent sentences of their 
correspondent paragraphs. Considering that coherence is not a characteristic of the 
texts but rather the result of an active semantic construction from the part of 
readers and writers, it seemed possible that a sentence could be considered 
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incoherent by the researcher but not so by some or all of the specialists. Therefore, 
the researcher wanted to ensure that all the specialists had failed to make adequate 
logical inferences that could have enabled them to build coherence between the 
target sentences and their context. 
During the third week of June, the instrument was sent to 4 specialists for a 
first round of validation. The specialists were not told about the goal of the task or 
about the presence of incoherent sentences; instead, they were asked to give 
suggestions about how the paragraphs could be modified to make them better. 
Comments were received by email and included suggestions and criticism regarding 
style, fonts, formatting, and coherence. The specialists did not identify all of the 8 
target sentences as incoherent. There were also differences within the specialists in 
this respect. As can be seen in table 1, there was agreement for only three of the 
sentences. 
Table 1: First Round of Validation of Recognition Test 
Specialist Number of sentences identified 
M.P.V. (linguist) 6 (from paragraphs 1,3,4,5,6,7) 
M.A. (language teacher) 3 (from paragraphs 1, 5, 7) 
P.R. (language teacher) 3 (from paragraphs 1, 5, 7) 
XX (language teacher) 3 (from paragraphs 1, 5, 7) 
Considering that the target sentences in paragraphs 1, 5, and 7 were 
identified as incoherent by the four specialists consulted, those paragraphs were left 
intact. The rest were modified according to the above described criteria for 
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incoherence. Two or more criteria were combined to exacerbate the inadequacy of 
the sentences. All the paragraphs were modified following the specialists' 
suggestions on aspects other than coherence. 
A second round of validation was conducted during the fourth week of June, 
and it involved 5 specialists, different from those consulted in the first round. 
Considering that the paragraphs had already been revised for aspects other than 
coherence, this time the researcher explained the nature of the study, the goal of the 
test, as well as the goal of the validation process. The specialists received the new 
version of the test, which included two sections of 4 paragraphs each. Table 2 
contains the results of the second round of validation. 
Table 2: Second Round of Validation of Recognition Test 
Specialist Number of sentences identified 
V.C. (journalist) 8 
O.B. (language teacher) 8 
C.J.C. (linguist) 8 
A.W (language teacher) 8 
A.M (linguist) 8 
This time, the five specialists identified the 8 inconsistencies. Therefore, the 
validation process was completed and no more modifications were made to the 
instrument. 
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Procedures for Collecting Data 
The pilot application was completed on three different days because the 
teacher met with the class only on Monday mornings, from 8 to 9:30AM. The first 
day, the students took the recognition test (task 1) and answered a comprehension 
and a vocabulary quiz, both aimed at exploring whether the language and the 
contents used in the recognition test were adequate for the target students. The test 
was taken in the students' usual classroom, during the time assigned to the language 
class. The teacher and the researcher were present at all times during the application, 
but the teacher did not participate. 
Comprehension quiz: It included the same 8 paragraphs used for task 1, but 
this time there were two comprehension questions per paragraph. The questions 
involved location of textual information, inferences, and summary of contents. 
Vocabulary quiz: It included the 35 most difficult words used in the 8 
paragraphs of the test. Students were required to choose from three options, the 
synonym of each of the target words. 
The researcher did not impose a time limit. Instead, she asked students to raise their 
hands in silence as soon as they were finished, so she could come to them and write 
down the finish time in each test. The goal was to determine the average time 
needed to finish the test, considering how long it took for each individual to finish. 
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Results, Analysis, and Recommendations 
Regarding the time needed to complete the recognition test (task 1), 
students ranged from 15 to 42 minutes. 7 students (25 %) took fewer than 20 
minutes to finish, 12 students (43%) took between 24 to 30 minutes, and 9 students 
(32%) took between 31 and 42 minutes to finish. Considering these variations, the 
researcher concluded that the majority of students needed around 30 minutes to 
complete the task. However, in order to give every student the chance to 
successfully complete this task, a class should be given 42 minutes to work. 
Scores were calculated for 27 students, because one of the tests contained 
marks that could not be evaluated. Scores were organized into three groups, 
according to students' level of performance. The majority of students ( 48% of the 
class) were classified into the medium recognition group with scores that ranged 
from 3 to 5 points. The second biggest group concentrated in the low recognition 
group (37%) and the smallest group in the high recognition group (15%). These 
results are presented in table 3. 
Each of the items were analyzed to determine their difficulty. Following the 
work of Pavez, Coloma, Maggiolo, Martinez and Romero (2001, p.36), items were 
considered easy if the percentage of correct answers was 67% or higher, medium 
difficulty if the percentage was between 34% and 67% and hard if the percentage 
was between 0 and 34%. Table 4 presents the difficulty of items in the recognition 
test. 
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Table 3: Analysis of Results of Recognition Test in Pilot Study 
Level of recognition student N° score 0/o of students in 
the group 
1. High recognition student 1 6 points 4/27 = 15% 
(6 or more points) student 2 6 points 
student 3 6 points 
student 4 7 points 
2. Medium student 5 4 points 13/27 =48% 
recognition student 6 3 points 
(3 to 5 points) student 7 4 points 
student 8 5 points 
student 9 4 points 
student 10 3 points 
student 11 3 points 
student 12 3 points 
student 13 3 points 
student 14 5 points 
student 15 3 points 
student 16 3 points 
student 17 3 points 
3. Low recognition student 18 1 point 10/27=37% 
(2 or less points) student 19 1 point 
student 20 2 points 
student 21 2 points 
student 22 1 point 
student 23 2 points 
student 24 2 points 
student 25 2 points 
student 26 2 points 
student 27 1 ooint 
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Table 4: Item Difficulty or Mean Item Score (proportion of correct answers) pi 
Test Item Number of Percentage of Level of 
section number students who students who difficulty 
answered the answered the 
item correctly item correctly 
1 1 3 0.1 11% Hard 
2 17 0.62 63% medium 
3 12 0.44 44% medium 
4 3 0.1 11% Hard 
total 35 
2 5 18 0.66 67% Easy 
6 16 0.59 59% medium 
7 15 0.55 55% medium 
8 3 0.1 11% Hard 
total 52 
As illustrated on table 4, in general, students performed better when given 
the more direct instruction that replicates the work of Markman (1979) and Markman 
& Gorin {1981). As explained by the authors, identifying incoherence is the result of 
voluntarily representing in mind the meaning of the two sentences and trying to infer 
the relation between them. Results of this study indicate that students are not 
naturally attuned to this kind of analysis which, in turn, necessarily affects their 
comprehension of text. 
Only three items were considered hard, four of them had medium difficulty 
and one was easy. Item 8 was probably the hardest for the students, considering 
that it was in section 2, and thus students had a better chance of answering it 
correctly. No item was answered incorrectly by all the students, which suggests that 
all of them were appropriate for the target students. 
Item discrimination was calculated following the guidelines proposed by 
Crocker & Algina (1986). The purpose was to determine "how effectively the item[s] 
discriminate between examinees who are relatively high on the criterion of interest 
and those who are relatively low" (Crocker & Algina, p. 313). Two performance 
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groups were identified that included 6 students each: one with the students who had 
obtained the highest scores and one with those with the lowest scores. For each of 
the 8 items in the test, proportion of correct answers was calculated for the two 
groups. The index of discrimination (D) was computed by subtracting the proportion 
in the lower group who answered the item correctly, from the proportion in the upper 
group who answered the item correctly. D-values were interpreted using the 
following criterion offered by the authors: 
1. If D~.40, the item is functioning quite satisfactorily. 
2. If .30 ::5 D::5 .39, little or no revision is required. 
3. If .20 ::5 D ::5 .29, the item is marginal and needs revision. 
4. If D ::5 .19, the item should be eliminated or completely revised. 
(Crocker & A/gina, p. 315) 
Table 5 presents the results of item discrimination calculations: 
Table 5: Item Discrimination for Recognition Test 
Score obtained on each of the items 
High final score I 1 I 2 I 3 14 IS 16 17 18 
performance obtained in 
group task 1 
1 Valesca 6 1 1 1 0 1 1 1 0 
2 Caitanva 6 0 1 1 1 1 1 1 0 
3 Elizabeth 6 1 1 1 0 1 1 1 0 
4 Ruth 7 0 1 1 1 1 1 1 1 
5 Johnatan 5 0 1 1 0 1 1 1 0 
6 Camila 5 0 1 1 0 1 1 1 0 





1 Graciela 1 0 0 0 0 1 0 0 0 
2 Edwin 1 0 1 0 0 0 0 0 0 
3 Pablo 1 0 0 0 0 0 0 1 0 
4 Ricardo 1 0 0 0 0 1 0 0 0 
5 Noelle 2 0 0 0 0 0 0 1 1 
6 Isabel 2 0 1 1 0 0 0 0 0 
proportion of 0 0.3 0.16 0 0.3 0 0.3 0.16 
correct answers 
D 0.3 0.7 0.84 0.3 0.7 1 0.7 0 
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Results indicate that items 2, 3, 5, 6 and 7 are functioning quite satisfactorily, items 
1 and 4 need little or no revision, and item 8 should be completely revised. 
Accordingly, the researcher modified item 8 completely, before the application of this 
test to the main study. 
Regarding readability, results from the vocabulary and comprehension 
quizzes indicate that the 8 paragraphs used a language that was most appropriate 
for the target students. 19 of the total students answered the vocabulary quiz. 14 
students found 85% to 100% of all the correct synonyms, and none found less than 
54% of them. Table 6 contains the results of the vocabulary quiz. 
Table 6: Results of Vocabulary Quiz 
level of performance 0/o of students in the level 
From 85 to 100% of the test correct 74% (14 students) 
From 77 to 84% of the test correct 21% (4 students) 
54% of the test correct 5% (1 studentl_ 
Regarding the reading comprehension quiz, students were found to have a 
good understanding of the coherent sequences in the test. The 28 students answered 
the quiz. 22 of them had 85% to 100% of the test correct and none of them had less 
than 56% of correct answers. Table 7 contains the results of the comprehension quiz. 
Table 7: Results of the Comprehension Quiz 
level of performance 0/o of students in the level 
From 85 to 100% of the test correct 78% (22 studentsJ 
From 70 to 84% of the test correct 11% (3 students) 
From 56 to 69% of the test correct 11% (3 students) 
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Task 2: Writing Sample 
A writing prompt was developed to elicit argumentative writing. The purpose 
was to obtain writing samples that could enable the researcher to explore students' 
ability to produce academic texts that are coherent at the local level. The prompt 
included a brief discussion between two students about the importance of learning 
English nowadays, after which the target students had to write their own opinion 
about the discussion. 
Procedures for Developing Material 
Steps were followed in order to control for a number of variables that could 
interfere with students' ability to produce coherent pieces. In brief, every effort was 
made to present students with a topic they had the most knowledge about, and that 
was interesting for them. It has been well established in the literature that writers' 
ability to produce coherent texts depends on how much they know and how much 
they care about the topic at hand. 
Regarding topic interest, different authors have found a connection between 
an affective relation with the topic and the ability to write better organized texts 
(Bereiter & Scardamalia, 1987; Piolat, Roussey & Gombert, 1999). In their review of 
studies related to the development of argumentative schema, Piolat et al. (1999) 
refer to the work of Gombert (1997) that explored the influence of contextual factors 
on children's argumentative writing. In that study, "the most favorable was the 
context in which the children expressed arguments to defend an activity that they 
personally approved of''(p.127). In that condition, even the youngest children (10 
years old) were better able to elaborate the contents within an argumentative 
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schema. 
Much has been written in the literature about the influence of topic knowledge 
on the written products. For example, Flower and Hayes' (1980) and Hayes' (2000) 
influential models of writing include topic knowledge as one of the main factors 
involved in the process of writing. Two important effects of this factor will be 
considered for the present work. The first is Kellogg's (1987) finding that writers who 
have more knowledge of the topic at hand expend less effort in the writing process 
than those who have less topic knowledge. This is true for all the phases of writing; 
that is, planning, translating, and reviewing. According to the author, these findings 
support the "workload hypothesis" that maintains that "the more an individual knows 
about a topic, the less effortful it might be to retrieve and use the relevant 
knowledge in preparing a written document" (p. 258). In this particular case, 
controlling for this variable means that the writers will not be forced to allocate most 
of their attention to the generation of content. As a result, they will be given the 
opportunity to pay attention to the form of writing, including the generation of a 
coherent text. 
The second effect is that subjects can produce incoherent pieces as a result of 
lack of the prerequisite topic knowledge (Stein & Bernas, 1999; McCutchen,1986). In 
relation to argumentative writing, Stein and Bernas (1999) maintain that before 
being able to sustain a point of view about a topic and to defend it "in a coherent 
manner" (p.98), writers require a large amount of background knowledge, and to be 
invested in the task of presenting an argument to others. McCutchen's (1986) work 
with elementary students also provides support for this relation. According to the 
author, across grades (4th, 6th, and 8th), students who have more knowledge of the 
topic at hand, produced more locally coherent pieces. Findings to this work support 
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McCutchen's (1986) claim that, together with linguistic knowledge, topic knowledge 
is a key factor associated with elementary students' ability to produce locally 
coherent texts. 
Accordingly, a week before presenting students with the writing prompt, the 
researcher had the students answer a Knowledge and Motivation Survey. This brief 
task consisted of a list of topics that students had to rate on an ordinal measurement 
scale (Kiess, p. 18), according to the degree to which they had an opinion about 
them and according to how much they cared about them. The list was constructed 
with topics that were an object of attention in the Chilean media at the time of the 
application of the study. Eleven topics in total were presented twice, with two 
different instructions: 
I. Asigna un puntaje a los siguientes temas, considerando cuanto te interesan. 
Asigna 4 puntas si el tema te interesa mucho y tienes una opinion clara a/ respecto. 
Asigna 0 puntas si e/ tema no te interesa en lo mas mfnimo y no has formado una 
opinion a/ respecto. (Rate the following topics considering how much you care for 
them. Assign 4 points if you are really interested and have a clear opinion about a 
topic. Assign 0 points if you are definitely not interested and have no clear opinion 
about the topic.) 
II. A continuacion deberas asignar puntaje a los mismos temas, pero esta vez 
considerando cuanto sabes sabre cada uno de ellos. Si sabes mucho sabre el tema, 
asfgnale 4 puntas. Sino sabes nada sabre el tema, asfgna/e 0 puntas. (Now, you 
will have to rate the same topics, but this time considering how much you know 
about them. If you know a lot about a topic, assign 4 points. If you don't know 
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anything about the topic, assign 0 points.) 
Total scores for each of the topics were added and two topics were chosen 
that had received the highest ratings for both the interest and topic knowledge 
scales: the importance of learning English nowadays and the new Chilean law for 
college financing. These results were used as sources for the Writing Task (task 2) 
and for the Write with Think Aloud Task (task 3). Specifically, the topic "importance 
of learning English nowadays" was used for task 2, and "new Chilean law for college 
financing" was used for task 3. 
The writing prompt for task 2 was developed considering that it should help 
activate the students' prior knowledge of the topic, particularly of the different 
positions that can be assumed in a debate about it. The structure of the prompt 
closely followed the example of the open questions of NAEP 1998 and 2002. The 
following is an example: 
NAEP 1998, sample question for 12th grade, available at 
http://nces.ed.gov/nationsreportcard/ITMRLS/search.asp?picksubj=Writing 
1. Your school is sponsoring a voter registration drive for 18-year-old high school 
students. You and three of your friends are talking about the project. Your friends say 
the following, 
Friend 1: "I'm working on the young voters' registration drive. Are you going to come 
to it and register? You're all 18, so you can do it. We're trying to help 
increase the number of young people who vote and it shouldn't be too hard 
- I read that the percentage of 18- to 20-year-olds who vote increased in 
recent years. We want that percentage to keep going up." 
Friend 2: "I'll be there. People should vote as soon as they turn 18. It's one of the 
responsibilities of living in a democracy." 
Friend 3: "I don't know if people should even bother to register. One vote in an 
election isn't going to change anything." 
Do you agree with friend 2 or 3? Write a response to your friends in which you explain 
whether you will or will not register to vote. Be sure to explain why and support your 
position with examples from your reading or experience. Try to convince the friend with 
whom you disagree that your position is the right one. 
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Procedures for Collecting Data 
The pilot study was conducted on three consecutive Mondays, in September 
2005. The first Monday, students were given the interest and topic knowledge survey, 
before they were presented with the Recognition test (task 1). They were told that 
they did not have to write their name on the survey, so that they could feel free to 
be honest about their interest and knowledge of the topics. The second Monday, they 
took the Writing task (task 2) at 9AM, and no time restriction was imposed. They 
were told that the topic they had to write about had been chosen because it was the 
one that, on average, everyone in the class cared and knew more about. They were 
also encouraged to write the best they could, so that the results of this test could 
reflect their actual ability to produce texts. 
Other variables were controlled that could interfere with the writing process, 
specifically, that could possibly affect students' motivation to write. As explained by 
Hayes (2000) "few doubt that motivation is important in writing" (p.16). For example, 
writers' willingness to engage in a task, their beliefs about the knowledge and 
abilities they bring to the task, as well as the goals they set up for the task, are all 
motivational factors that can affect the decisions they make during the process of 
writing, and thus the writing products. In Hayes' (2000) point of view, "motivation 
may be seen as shaping the course of action through a kind of cost-benefit 
mechanism" (p.18). In this case, for instance, if students perceive the task as 
unimportant because it does not count for the final grade or because they do not 
consider it relevant to their learning process, they might allocate a minimum of effort 
and attention to their writing, thus producing writing samples that do not represent 
their actual writing skills. In order to control for motivational factors, the writing task 
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was presented as part of the requirements of the Language and Communication 
subject matter and it was made clear to the students that they would be graded for 
their writing. The task took place in a normal school day, in the students' usual 
classroom, and the teacher stayed in the class at all times, although she did not 
participate. 
Results, Analysis, and Recommendations 
A total of four different rubrics were used to analyze the 28 writing samples 
collected. Two rounds of coding were conducted. Three rubrics were used in the first 
round and one in the second. For the whole process, a research assistant worked 
together with the researcher, so that all the samples were coded twice and inter-
rater reliability was calculated. The purpose of this process was not only to assess 
students' abilities, but also to validate three rubrics before using them in the main 
study. In general terms, rubric validation was assumed as the analysis of how clearly 
the categories on each of the rubrics represented sound theoretical principles but 
also the students' actual performance in writing. Specifically, the researcher analyzed 
whether the categories contained in the rubrics actually described different levels in 
the development of the abilities related to written coherence. In addition to this, the 
researcher wanted to test whether the descriptions in the rubrics were productive 
and clear enough to generate high levels of inter-rater reliability. 
In the first round of validation, products were analyzed to determine: 
a) Whether the semantic relations established between sentences considered the 
topic of the text and/or the topic of the neighboring idea (Bereiter & Scardamalia, 
1987). 
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b) Whether the relations of coherence established between sentences corresponded 
to the more complex relations of the academic texts (Durst, 1987, Langer, 1986) 
c) The variety of relations of coherence and connectives utilized to connect sentences 
(Favart & Passerault, 1996) 
The following rubrics were used to address each of the three criteria: 
a) Coherence: relations and connectives. 
Taken from Amengual (2002, chapter 3, p.18) (translation) 
DESCRIPT LEVELS OF PERFORMANCE 
ION SCORE 
Maximum Medium Minimum Incompetent 
competence competence competence 0 points 
3 points 2 points 1 point 
Juxtaposi- Juxtaposition of Juxtaposition of Juxtaposition of Juxtaposition of 
tion of sentences forms sentences forms one or two pairs three or more 
sentences a comprehen- a comprehen- of sentences pairs of sentences 
sible sequence. sible sequence. generates generates 
(Because the incomprehen- incomprehen-
semantic rela- sible or sible or confusing 
tion between confusing sequences 







And and and/or and/or 
Use of Use of Presence of one Presence of Presence of five 
connec- connectives that or two connec- three or four or more 
tives correctly tives that fail to connectives that connectives that 
express the correctly fail to correctly fail to correctly 
semantic rela- express the express the express the 
tion between semantic rela- semantic rela- semantic rela-tion 
the connected tion between tion between between the 
sentences the connected the connected connected 
sentences sentences sentences 
Any other 
situation that is 




b) Quality of relations and connectives: 
DESCRIPTION I LEVELS OF PERFORMANCE 
SCORE 
Maximum Medium Minimum Incompetent 
competence competence competence 0 points 
3 points 2 points 1 point 
Type of There is There is There is There is 
relations of presence of 4 or presence of 3 presence of 2 presence of 
coherence and more different different links different links 1 or lno 
connectives links that that correspond that correspond links that 
correspond to to the more to the more correspond 
the more complex complex to the more 
complex relations of relations of complex 
relations of coherence, coherence, relations of 
coherence, typical of typical of coherence, 
typical of academic academic typical of 
academic writing writing academic 
writing ( adversativity, ( adversativity, writing 
( adversativity, concesivas, concesivas, ( adversativit 
concesivas, conditionality, conditionality, y, 
conditionality, opposition, opposition, conditionalit 
opposition, reformulation) reformulation) y, 
reformulation) and the rest of and the rest of opposition, 
and the rest of them them reformulatio 
them correspond to correspond to n) and the 
correspond to the more simple the more simple rest of them 
the more simple relations typical relations typical correspond 
relations typical of narratives of narratives to the more 
of narratives (addition, and (addition, and simple 
(addition, and chronology) chronology) relations 
chronology). typical of 
and and narratives 
and (addition, 
3 different 2 different and 
4 or more connectives connectives chronology) 
different express the express the and 
connectives more complex more complex 
express the relations typical relations typical 1 or no 
more complex of the academic of the academic connectives 
relations typical texts texts express the 








c) Variety of relations and connectives: 
Description Levels of performance 
Score 
a) Variety Maximum Medium Minimum Incompetent 
of relations competence competence competence 0 points 
of 3 points 2 points 1 point 
coherence a) The text a) The text a) The text a) The text 
includes five or includes four includes three includes two 
more different different types different types or less 
relations of of relations of of relations of different 
coherence coherence coherence relations of 
between between between coherence 
adjacent adjacent adjacent between 
sentences, sentences, sentences, adjacent 
including those including those including those sentences, 
typical of the typical of the typical of the including 
academic texts, academic texts, academic texts, those typical 
and those and those and those of the 
typical of the typical of the typical of the academic 
narrative narrative narrative texts, and 




and and and and 
five or more four different three different two or less 
different types types of types of different 
of connectives, connectives, connectives, types of 
including those including those including those connectives, 
typical of the typical of the typical of the including 
academic texts, academic texts, academic texts, those typical 
and those and those and those of the 
typical of typical of typical of academic 
narrative narrative narrative texts, and 
writing writing writing those typical 
of narrative 
writing 
The three rubrics were applied twice to the samples (by the researcher and by 
the research assistant), and very low levels of inter-rater reliability were obtained. 
The following conclusions were drawn from this experience: 
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~ The rubrics force the coder to focus on the counting of relations of 
coherence and connectives, thus leaving out an analysis of how these 
elements as a whole interact to give coherence to the text. 
~ The first rubric does not involve an analysis of how locally incoherent 
sequences affect the global meaning of the text. The rubric describes levels 
of performance in terms of number of incoherent sequences, instead of 
allowing the coder to determine how much each of those incoherent 
sequences affects the understanding of the whole text. As a consequence, 
the coders found themselves analyzing whether each connective was used 
with its exact meaning, instead of trying to check if they understood the 
meaning of the text. 
~ It is not always clear whether incoherent sequences are due to incorrect use 
of connectives, or incorrect establishment of a logical relation between two 
adjacent ideas. This ambiguity affects inter rater reliability. 
~ The levels in the rubrics do not represent actual stages in the development 
of the abilities associated to written coherence. In fact, they artificially 
separate elements that tend to interact in students' writing products. For 
example, variety and complexity of relations are two elements that can be 
found to systematically interact in the samples. Students that use a wider 
variety of relations also tend to include the kinds of relations and 
connectives typical of academic writing. 
~ In general, the three rubrics describe "artificial" stages that cannot be found 
in the students' samples. As a consequence, the coders had a lot of trouble 
fitting the samples in the different levels which, in turn, affected inter-rater 
reliability. 
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After the first round of validation, the researcher considered the five 
conclusions described above to develop a new rubric. In general terms, the new 
rubric attempted to combine the three criteria contained in the three old rubrics, so 
to be able to describe stages in the development of the abilities associated to 
coherence that could actually be observed in the samples collected. The new rubric 
was also applied twice to the 28 writing samples, but this time the researcher 
worked with a different research assistant. The idea was that the procedures and 
focus of the old rubrics could be left out of this new process. The following is a 
translation of the new rubric: 
Local Coherence 
1 2 3 4 5 6 
The student The student The student Besides Besides The student 
typically typically typically uses using simple using simple uses appro-
uses uses simple simple relations, the relations, the priately and 
relations of relations to relations to student is student is consistently 
addition to connect his connect his beginning to beginning to a variety of 
connect his ideas (e.g. ideas (e.g. use more use more more 
ideas. These causal, causal, complex complex complex 
can be alternative, alternative, relations relations relations and 
explicit in evidence, evidence, (e.g. con- (e.g. connectives. 
text with adversative). adversative) dition, oppo- condition, 
connectors However, he and sition, refor- opposition, 
such as does not demonstrates mulation) reformulation 
"and" and always use a good and some ) and some 
"besides". It them command of more more 
is possible appropriate- them. He also complex complex 
that the ly. uses simple connectives connectives 
student connectives typical of typical of 
attempts to that are typical written com- written com-
connect of oral munication. munication 
ideas with language, that However, he He demon-
temporal or correctly makes at strates a 
causal express the least one good 
relations, relations mistake in command of 
but he does between ideas the use of the more 
not always in text. logical complex 
use them relations or relations and 
appropriate- connectives. connectives. 
ly. 
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The second round of validation had better results than the first, but it was still 
below expectations. Inter-rater reliability was calculated using "percent exact 
agreement, [or] the percentage of times that two raters agree exactly on the score 
given to a performance" (Penny, Johnson & Gordon, 2000, p. 3). Only 62% of inter-
rater reliability was reached, which again forced the researcher to analyze the rubric 
and to introduce modifications. The following conclusions were drawn from this 
process: 
~ Though not too frequently, coders still had the feeling that they had to force 
the description of the levels of the rubric, in order to fit some of the writing 
samples. 
~ The rubric had too many levels, which imposed a heavy cognitive load on 
the coders. Although the researcher had picked examples to illustrate each 
of the levels, it was too hard to try to represent and remember them which, 
in turn, did not allow coders to easily recognize the characteristics of each 
level in the samples. 
~ Coders needed to have a good command of the levels so that classification 
could be easy and supported by frequent comparison between samples that 
corresponded to each level. 
~ The new rubric still did not include the relation between incoherent 
sequences and global meaning of the text, which was derived from the first 
validation session. 
~ The new rubric did not include other important linguistic resources that are 
crucial for the generation of coherence. For example, it does not analyze the 
use of pronouns, or other methods to refer to previous information in text. 
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Two new rubrics were developed considering the conclusions drawn from the 
two rounds of validation described above. Neither was applied during the pilot 
application, but they were used in the main study. Considering the problems 
encountered with the rubrics, the scores assigned to the students on each of the 
rubrics tested were not processed. The following is a translation of the two final 
rubrics: 
Local coherence 
1 2 3 4 
The student produces a The student produces a The student produces a The student produces a 
text in which local text in which, although text in which, although text in which no 
coherence mistakes some coherent sequences some incoherent incoherent sequences 
predominate. Therefore, can be found, the amount sequences can be found, can be found. Therefore, 
the reader cannot read of incoherent sequences the reader can generally the reader can read 
fluently or construct the make it hard for the reader read fluently and construct fluently and easily 
global meaning of the text. to read fluently and to the global meaning of the construct the global 
construct the global text. meaning of the text. 
meaning of the text. 
Local coherence resources 
1 2 3 4 
The text reflects an The text reflects a basic The text reflects an The text reflects 
inability to use local ability to use local emergent ability to use command of local 
coherence resources. coherence resources. local coherence coherence resources. 
For example, the majority of Though it is possible to resources. The student uses correctly 
logical relations, connectives find a few mistakes, it is Though it is possible to a variety of 
and mechanisms to refer to clear that student can use find a few mistakes, it is the more complex logical 
previous information, are logical relations, clear that the student can relations, connectives and 
incorrectly used. Typically, connectives or use logical relations, mechanisms to refer to 
ideas are merely juxtaposed mechanisms to refer to connectives and previous information that 
or connected by relations of previous information that mechanisms to refer to are typical of academic 
addition. are typical of oral previous information that writing and that involve 
language, and that don1 are typical of oral transformation and major 
involve transformation or language, and that he is interrelation between 
major interrelation beginning to use more contents in text. 
between contents in text. complex resources that 
are typical of academic 
writing, and that involve 
transformation or major 
interrelation between 
contents in text. 
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Task 3: Compose with Think Aloud 
A second writing prompt was constructed following the exact steps described 
for the elaboration of the writing prompt used for task 2. The topic chosen for the 
prompt was derived from the results of the Interest and Topic knowledge survey, 
and its structure mirrored prompts used on NAEP. 2 students who had obtained the 
highest scores in the recognition test (task 1) and 2 who had obtained the lowest 
scores in the same test were chosen to participate in task 3. The four students were 
instructed to write and to think out loud during the process. With this task, the 
researcher wanted to explore for utterances that could reflect students' self 
regulation of local coherence during writing. In particular, the goal was to identify 
utterances related to the different aspects (semantic, pragmatic, logical) involved in 
local coherence, and that could be self regulated by the students during any of the 
steps of the writing process. 
Procedures for Developing Material 
The research technique of thinking aloud has been criticized by many 
researchers (see Janssen, van Waes & van den Bergh, 1996 for an analysis). Two of 
the most common objections are that thinking aloud can disrupt the cognitive 
process, and that participants can report cognitive behaviors that do not accurately 
represent their thinking processes. Although these objections can be true in certain 
circumstances, a number of variables can be controlled in order to minimize their 
occurrence. For example, the following suggestions are derived from the work of 
Pressley and Afflerbach (1995), and Ericsson and Simon (1984 I 1993): 
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• Because of the limited capacity of short term memory, it is critical that 
participants report their cognitive behavior as soon as possible. That way, the 
researcher ensures accuracy of recall. 
• Avoid asking the participants to justify, evaluate, or explain their behavior. 
Participants should only report what they are doing and not expend extra 
effort in analyzing how or why they did it. This way, the researcher minimizes 
the possibility that they will elaborate a response that does not accurately 
represent their cognitive behavior, and ensures that only actual behavior is at 
the focus of attention. In addition to this, evaluating their behavior can 
prompt participants to modify the operations they normally perform in similar 
tasks. 
• Participants should not be prompted to give coherent reports. Spontaneous 
verbal protocols can be fragmented and disorganized, because they represent 
inner thinking and not coherent speech intended for communication. 
• Also to ensure that participants will behave in the most normal way, it is 
recommended that the researcher directs their attention to the process in 
general rather than to specific aspects of the process (e.g., tell me what you 
did to connect these sentences). A more neutral reminder to "keep talking" 
can provoke less disruption from the normal process, since it does no force 
the subject to focus attention on aspects he would not normally attend to. 
To include all of the above principles, the researcher developed a script that both 
she and the research assistant followed with each of the students. This script also 
included indications for how to train the students in the think aloud technique. 
Although it has been found that, in general, adults do not require training to think 
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aloud (Pressley & Afflerbach, 1995; Ericsson & Simon (1984/1993), the researcher 
wanted to ensure that the participants would understand and feel comfortable with 
the task. The goal was to minimize the possibility that participants' writing would be 
disturbed because the task was unclear, as well as prevent the possibility that 
students would spontaneously tend to explain or justify their process. The following 
is a translation of the script used with the students: 
-- Researcher: Today I will ask you to write a text that is very similar to the one 
you wrote last week. But there is one big difference now: while you write, I will ask 
you to think out loud. When we solve math problems, when we write, when we read, 
we follow a number of steps in our minds. The idea of this activity is that you can 
say out loud those steps that happen inside of your mind and that you don't usually 
share with others. 
Here's an example: I will add these numbers up and say out loud all the steps I'm 
following ..... (the researcher adds two numbers of at least three figures and thinks 
out loud during the process) .. 
Please notice that what I did was to solve a math problem and to say out loud all the 
steps I followed in my mind. I did not stop to explain why I did something. I just 
said what I was doing. Another important thing is that I did not worry about making 
clear or complete sentences so that you could understand. I just said what I did in 
my mind, while doing it. 
Now it's your turn. Add these numbers up and think out loud while you do it ... (the students 
adds two given numbers and thinks out loud. This process should be repeated until the 
student feels comfortable with the technique and the researcher is sure that the student will 
not explain his behavior or worry about making complete sentences).Another important 
thing about this task is that you can stop to plan and to revise your writing whenever 
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you consider it necessary. If you need to erase something, just cross it out with a 
line. Please begin. 
Procedures for Collecting Data 
The third Monday of the pilot application, the researcher and a research 
assistant were in the school at 9AM. Each of the 4 students worked individually with 
one of the researchers in two separate rooms: the library and the dining room. Both 
rooms were empty at the time of the application. 
During the think aloud task, the researcher remained quiet, and avoided eye 
contact with the subject, in order to avoid converting the task into a conversation. 
The idea was to minimize the possibilities that the subject could attempt to explain 
or to elaborate his or her report (Ericsson & Simon, 1985/1993). During the task, 
when the researcher determined that the student had forgotten to think aloud, the 
researcher reminded him or her to do so with the prompt "keep talking". The whole 
protocol was tape recorded. 
Results, Analysis, and Recommendations 
The following conclusions were drawn from the pilot application and these 
were considered in the design of the main study: 
~ While modeling the think aloud technique, the researcher should avoid 
expressions such as ok or "ya" (get it?) that signal the student that the 
researcher wants to make sure that he understands what is being said. These 
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expressions contradict the principle put forth in this study, that explanations 
or complete sentences are not important during think aloud, because the 
technique should not be understood as a dialog. 
~ While modeling the think aloud technique, the researcher should give the 
student the impression that she is going through a real process of problem 
solving. It is important that she hesitates, goes back and forth in the process, 
to show that she is actually thinking. 
~ Students did not produce any utterances that could reflect self regulation of 
any of the aspects of local coherence (semantic, pragmatic, logical). This does 
not necessarily imply that students do not consider local coherence ties at all 
during writing, but that this kind of regulation could occur in a more 
automatic and unconscious fashion. It seems reasonable to think that high 
school students do not self direct the generation of coherence through the 
kind of inner language described by Vygotsky {1934/1986), or that the 
novelty and tension provoked by the task stops them from doing so. 
Therefore, for the main study, the researcher should analyze behaviors and 
utterances, so to allow for self regulation to occur with or without words. 
Task 4: Interviews 
The four students who had participated in task 3 (2 high recognition and 2 
low recognition) were interviewed individually, right after completing their writing 
with think aloud task. The researcher and research assistant asked the students 
about the relations they had established between ideas in the text just written, with 
the goal of exploring explicit metalinguistic knowledge of the requirements of local 
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coherence in academic writing. Following the theoretical principles presented in 
chapter 2 of this work, the researcher wanted to explore whether students could 
explain the semantic, pragmatic, and logical principles that govern local coherence 
relations in text, and whether they used common language or metalanguage to refer 
to these aspects. 
Procedures for Collecting Data 
The method used in this interview considered Gall, Gall & Borg's (1963/2003) 
suggestions to guarantee credibility of the findings generated from this data. 
Particularly, the researcher was concerned with ensuring that the participants would 
understand the questions and thus their answers would reflect their actual 
knowledge of the topics discussed, rather than problems with the wording or 
structure of the interview. The following principles were followed: 
• use of clear and simple language 
• asking one thing at a time 
• use of simple probes (e.g. "say more") 
• avoid hinting 
• avoid changing topics too often 
Because the interviews took place right after the compose with think aloud 
task, the researcher had the opportunity to focus the conversation on the decisions 
made during the recent writing process. The interview followed "the general 
interview guide approach" (Gall, Gall & Borg, 1963/2003), which means that certain 
topics were previously outlined, but the sequence and wording with which they were 
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approached with the respondents were not pre established. The following topics were 
considered for exploration: 
drawn: 
• relation between sentences used in the text (between adjacent and 
non adjacent sentences) 
• labels for relations/ definition of relations 
• justification and motivation to write certain sentences in certain places 
in the text 
• frequency in the use of connectors 
• function and usefulness of connectors 
• definitions of connectors 
Results, Analysis, and Recommendations 
Regarding the steps followed in the interview, a number of conclusions were 
~ The student or the researcher should read the entire text before beginning 
the interview. That way, both participants can have a global representation of 
the text before analyzing its parts. 
~ The researcher should avoid at all times using technical words such as 
coherence, cohesion or connectives, to make sure that if the student uses 
them it is because he actually relates them to the topics discussed, and is not 
just repeating what he thinks the researcher wants to hear. 
~ It is important that the researcher ask about the relations between all 
adjacent ideas in the student's text. The purpose is to give the students every 
possibility to demonstrate their knowledge and to identify which relations they 
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tend to explain better than others. 
Y It is important that the researcher prompt the students to use the connectives 
found in their text in new contexts. The purpose is to give them more 
possibilities to explain the meaning or function of connectives, by presenting 
them with different examples from which they can draw a conclusion. Another 
effect of this procedure is that the students can depart from their natural 
attention to content and actually isolate the connective to reason about it. 
The interviews were transcribed and analyzed using the following codes 
derived from the theoretical principles described in chapter 2 of this work, as well as 
from a preliminary analysis of the kinds of explanations actually given by the 
students: 
Precise explanations: 
•!• Pragmatic explanations: those that involve or imply the reader or the 
communicative situation. 
•!• Surface of text explanations: those that explain connectives or relations of 
coherence as ties between ideas without referring to semantic, pragmatic or 
logical aspects of these ties. 
•!• Semantic explanations: those that explain connectives or relations of 
coherence in terms of the contents involved. 
•!• Logical-semantic explanations: those that explain connectives or relations 
of coherence in terms of their function (e.g. it is used to illustrate, to explain, 
etc .. ). 
•!• Uses metalanguage with precision. 
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Imprecise explanations: 
•!• Arbitrary use of connectives or relations of coherence. 
•!• Connectives or relations of coherence are used by mere habit. 
•!• Believes two connectives which are different in meaning, can be used in the 
same context. 
•!• Gives the wrong meaning or function for a connective or relation of coherence. 
The following conclusions were drawn from the analysis: 
~ Three of the four students could explain the general function of connectives: 
they are words that should be used to link ideas in text ("unir las ideas del 
texto", R.C., 110-116; P.R., 95-97; E.R., 285). The nature of the explanations 
suggests that the students were able to pay attention to the surface structure 
of text and that they understood that texts are made of ideas linked together 
that progress with a certain order or sequence: 
Investigadora: i.Entonces por que pusiste esto "los nuevos prestamos los 
favorecen a e/los" aca y primero pusiste "encuentro que hay injusticias con 
Ia nueva ley" y no a/ reves? 
RC: Porque Ia ley dice a/go de los prestamos 
Investigadora: Ya ... explfcame un poco mas 
RC: Que Ia ley dice eso de los prestamos, que ahora las empresas apoyan y 
toda Ia cuesti6n. Entonces pa' empezar como en orden, no se ... 
Investigadora: i. Y c6mo es el orden? 
RC: Que, por ser, a ver, si pongo un ejemplo de un libro, nose, de lo que 
se trata, pongo el nombre del libro y despues pongo de que se trataba el 
88 
libro. 
Investigadora: iAh! ok ... lo que viene aca se trata sobre Ia ley 
RC: Sf 
(RC, 81-90) 
(Researcher: So why did you write "the new loans favor them" in here, and 
before that you wrote "I find that the new law is unfair" ... why not the other 
way around? 
Student: Because the law says something about the loans. 
Researcher: Ok, explain more. 
Student: That the law says that about the loans, that now the companies 
support and stuff. So to start with an order, I don 't know ... 
Researcher: How is that order? 
Student: That, you know, if I put an example of a book, I don't know, of 
what the book is about, I first write the title of the book and then I write 
what the book is about. 
Researcher: Ok, so what is written here is about the law. 
Student: yes.) 
:o> Only two of the students could explain the function of one idea in relation to a 
preceding one. For example, they said that the connective "y asi'' (and then) 
at the beginning of a sentence was used to give a consequence of what was 
said before ( "dar una consecuencia" de lo dicho anteriormente, PR, 235-236), 
that the connective "porque" (because) was used to give a justificacion ("dar 
una justificaci6n",ER, 303-305), and that the connective "perc" (but) was 
used to signal a part of a bigger whole mentioned before ("una parte de un 
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todo mas grande", ER, 237-248). This kind of logical/semantic explanations 
only occurred when conversation had to do with connectives, that is, only 
when there was a clear textual marker to discuss, and not when the 
researcher pointed to semantic relations not verbalized with connectives. It is 
not clear, though, whether students were aware of such considerations during 
writing or only when prompted to reflect about them. 
~ The researcher can only discuss with students the meaning or function of 
relations or connectives actually used by them in their text. In other words, a 
limitation of this task is that the researcher cannot determine whether 
students would have the ability to explain more complex relations typical of 
academic writing. 
~ Only one of the students referred to the pragmatic aspect of connectives. He 
mentioned that words like "pero" y "porque" are mainly used in oral language, 
while in written communication other equivalent words should be used that fit 
a formal register. The same student explained that the connective "tambien" 
(also) was like a title that signaled a new information was coming. 
~ Students reflected a non-specific, unstable knowledge of the topics discussed; 
it does not seem that this knowledge is readily available for explanations. This 
finding is supported by the fact that the four students gave several wrong or 
imprecise explanations at some point in the interview, and three of them gave 
incorrect explanations about relations or connectives they had correctly 
explained before. Similarly, two of the students gave correct explanations 
about a certain relation or connective, and later in the interview, declared to 
have used those resources by mere habit or for no good reason. 
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~ Students scarcely used the metalanguage associated with written coherence. 
It seems that they either not received instruction on this topic, or that could 
not recall that instruction and generalize it to new situations. In order to 
explore these two possibilities, in the main study, interviews should include 
questions about possible instruction received on the topic of coherence. It 
seems feasible to think that there could be a relation between explicit 
instruction and command of the concepts explained. 
Conclusions 
The results obtained by the students in the recognition test support an 
assumption basic to the design of this study. Namely, that some students from the 
target population have low recognition skills and that others have high recognition 
skills. In terms of score distribution, the results indicate that the majority of students 
have a medium skill (48%), fewer participants demonstrate low skills (37%) and still 
fewer demonstrate high recognition skills (15%). Considering that the readability 
tests indicate that the language used in the instrument was adequate for the 
students, and that only one of the items required major revisions, it seems logical to 
predict that these results will be replicated in the main study. 
Similarly, it is likely that in the main study students' performance will mirror 
the work of Markman (1979) and Markman & Gorin (1981) in that students will be 
more able to recognize incoherent sequences when they are given a more direct 
instruction that explicitly prompts them to do so. 
The process of analyzing the writing samples obtained for task 2 allowed the 
researcher to acquire a good knowledge of the difficulties inherent to the assessment 
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of written coherence in academic writing. A number of conclusions were obtained 
from this pilot experience that set the basis for the development of two rubrics that 
will be used in the main study. As opposed to the preliminary attempts, both 
instruments should provide more valuable information about the level of domain that 
students possess of the linguistic resources associated to written coherence. 
This pilot experience allows the researcher to conclude that coherence should 
not be assessed with quantitative rubrics that do not describe discrete levels in a 
developmental path. Counting incoherent sequences or connectives does not give the 
researcher information about the students' level of command of written coherence, 
and does not provide an ideal behavior towards which the students' work should be 
compared. Developmental or "stage-like" rubrics can also be of use to teachers who 
want to assess their students and set goals to their development in writing. 
The experience of this pilot study also suggests that writing rubrics should not 
have more than 4 levels, so that coders can keep in mind the description of each of 
the levels and easily recognize its characteristics in new samples. Equally important 
is the fact that local coherence rubrics should propose an analysis of how adjacent 
incoherent sequences affect the meaning of text and, ultimately, the coders' reading 
process, so that coherence can be assessed from a communicational point of view 
instead of from a textual analysis perspective. 
For the target students, self regulation of coherence is probably not related to 
having inner thoughts about the different aspects (semantic, pragmatic, logical) 
involved in it. Most probably, students do not have such thoughts to "say out loud" in 
a think aloud protocol. Maybe the students do not self-direct the generation of 
coherence with the kind of inner thought described by Vygotsky (1934/1986). If this 
is true, then, in the main study, the researcher should not only attempt to register 
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utterances that could reflect self-regulation of coherence, but also behaviors that 
could give testimony of such an activity. It is possible that self- regulation of 
coherence can occur without "internal or external" words. 
Clearly, the interviews analyzed were too few to allow the researcher to 
distinguish regularities within the low and high recognition groups. Nevertheless, the 
information gathered constitutes a first step in the exploration of the target students' 
quality of knowledge regarding written coherence. In particular, it demonstrates that 
the students can have an unspecific, unstable knowledge of the linguistic resources 
associated to written coherence. Although all participants could provide some correct 
answers about the meaning and function of connectives and coherence relations, 
three of them gave incorrect explanations about the same resources at a different 
moment in the interview. This lack of specific knowledge is also supported by the fact 
that they scarcely used metalanguage, and thus for most of their explanations, they 
used common and unspecific words that surely did not contribute to a better 
understanding of the concepts at hand. 
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CHAPTER IV: THE MAIN STUDY 
The main study was conducted between the months of May and December 
2006 in Santiago, Chile. In this implementation, the researcher included all the 
modifications to the instruments and analyses that derived from the pilot experience. 
The present chapter includes a description of the methods used and the results 
derived from the main study. 
Research Questions 
The purpose was to explore whether 12th-grade Chilean students could write 
locally coherent academic texts and to examine the cognitive basis that supported 
this ability. With this goal in mind, the researcher established research questions that 
guided an analysis of local coherence in students' written products, and the relation 
between those products and students' ability to recognize, explain, and self-regulate 
local coherence during writing: 
1. What is the quality of 12th grade Chilean students' academic writing coherence? 
2. Are they able to recognize locally incoherent sequences when they read academic 
texts? 
2.1. Are they able to explain the semantic, logical, and pragmatic 
relationships that govern local coherence in academic writing? 
3. Does having the ability to recognize and the ability to explain correlate with the 
quality of students' writing products? 
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4. Do levels of recognition relate to deliberate regulation of local coherence during 
writing? 
5. Is there a relation between level of recognition, degree of regulation, and products 
of writing? 
Context and Participants 
In Chile, grade schools can be divided into three groups: private, public, and 
semi-private6 • Historically, private schools and the remaining two categories have 
mainly differed in the socioeconomic characteristics of their students, as well as in 
the number of students they recruit. In general, public and semi-private institutions 
recruit the lower socio economic strata (SES) and represent more than 80% of the 
total number of schools in the country. For example, from the 192,985 tenth grade 
students assessed with test SIMCE 2001, a total of 169,102 belonged to the three 
lower socioeconomic strata (i.e. low, medium low, and medium) and attended either 
public or semi-private schools. Students' SES is determined by the Chilean Ministry 
of Education according to three criteria: parent's educational level, family income, 
and an index of students' chance of abandoning school. Table 8 presents this 
classification. 
6 In Chile, these three categories are identified as: particular pagado, municipalizado, 
and particular subvencionado. 
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Table 8: Students' SES in Chile 
SES Parents' Monthly family income Index of 
educational (2001) chance of 
level (in yearsj abandoning 
Mother Father school 
A (low) 7 7 $ 111.000 (aprox.j; US 192) 56% 
B (medium 9 9 $ 167.000 (aprox. $ US 288) 31% 
low) 
C (medium) 12 12 $ 323.000 {aprox. $ US 557) 10% 
D (medium 14 15 $ 721.000 (aprox. $ US 0% 
high) 1,243) 
E (high) 16 17 $1.329.000 (aprox. $ US 0% 
2,2911 
(MINEDUC 2002, p. 16, translation) 
SES in Chile is clearly associated to variables such as type of school and 
scores obtained on test SIMCE. Tables 9, 10 and 11 illustrate the relation between 
SES, type of school, and scores identified for the 2001 10th grade SIMCE: 
Table 9: SES by Type of School and SIMCE Scores 
SES Students Schools 
Totals Type of school NO 0/o 
NO % % %semi % 
public _private private 
A {Low) 40.215 21% 15% 5% 0% 404 21% 
B (Medium 86.745 45% 25% 20% 0% 561 29% 
low) 
C (Medium) 42.142 22% 7% 15% 0% 446 23% 
D (Medium 13.085 7% 0% 3% 4% 286 15% 
high) 
E (High) 10.798 6% 6% 0% 6% 247 13% 
TOTAL 192.98 100 47% 43% 10% 1944 100% 
5 % 
(MINEDUC 2002, p. 11, translation) 
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TYPE OF SCHOOL AVERAGE 
SCORE 
Public 240 
Semi private 255 
(MINEDUC 2002, p. 15, translation) Private 298 
NATIONAL AVERAGE 252 
SCORE 
Most students participating in the 2001 national assessment attended public 
schools (47%) and fewer attended private schools (10%). Regarding students' SES, 
most of them belonged to group B (medium low SES) and fewer to groupE (high 
SES). In terms of how SES is distributed in type of schooling, there is no exact 
match between SES level and type of schooling. For example, public institutions have 
students from all but "medium high" SES, although it is clear that the majority of 
their students can be classified as "low" and "medium low" SES. Similarly, semi-
private institutions have students from all but "high" SES, while the majority of their 
students can be classified as "medium low" and "medium" SES. 
Tables 10 and 11 illustrate that, throughout the country, lower SES is related 
to lower scores on test SIMCE. The lowest results are obtained, on average, by 
students attending public institutions (240 points). However, it is important to note 
that scores obtained from students who attend semi-private institutions reach a very 
similar average (only 15 points more). This could be explained by the clear similarity 
between the populations who attend both kinds of schools. 
In terms of the curriculum, public and semi-private institutions closely follow 
the guidelines proposed by the Chilean Ministry of Education, while private 
institutions generally have the option of making a more flexible adaptation of those 
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guidelines. As mentioned in the first chapter of this work, the Chilean Educational 
Reform proposed that in lOth and 11th grade, the subject area "Language and 
Communication" would be dedicated to academic texts: The curriculum for lOth 
grade is centered on the comprehension and production of expository texts, and the 
curriculum for 11th grade is centered on the comprehension and production of 
argumentative texts. In general terms, both programs focus on the communicative 
aspects of the academic genres (e.g. communicative purpose, awareness of audience, 
adapting to a formal register) and provide guidelines about the requirements of the 
written products rather than of the writing process. No specific reference is made in 
the programs about how to construct coherent texts, either at the global or the local 
level. The curriculum for 11th grade mentions coherence and clarity as desired 
qualities of the written products. The curriculum for lOth grade describes these 
requirements in terms of organization of the discourse in relation to the main topic 
and of pragmatic considerations (MINEDUC, 1999). 
Participants of the present study were recruited considering the above 
described characteristics of the Chilean grade schools, their students, and the results 
they obtained on SIMCE. The purpose was to choose a sample of students that could 
represent the characteristics of the most common population attending the Chilean 
institutions, considering SES, type of schooling, curriculum, and results on test 
SIMCE. Ultimately, the idea was to ensure that the results of this study could 
represent the quality and knowledge of writing possessed by the majority of students 
in the country. 
94 students were recruited from two different public schools in Santiago, Chile. 
Mean participants' age was 17.7 years old, and they ranged from 16.4 to 19.5. From 
the total number of participants, 21 (one complete class) attended the same school 
98 
that had participated in the pilot study (henceforth, school A). The remaining 73 
(three complete classes) attended an urban public school (henceforth, school B) 
located at the center of Santiago, right next to a large, busy, and noisy avenue that 
crosses most of the city. It is mainly a commercial neighborhood and it has a 
population of approximately 1500 people, 26% of which live in conditions of poverty. 
To ensure that the participants from each different school shared equivalent 
performance level, institutions were selected that had historically obtained average 
scores on test SIMCE that were representative of their type of schooling7 • Regarding 
students' SES, it is clear from the above information that, for both schools, the 
students represent a combination of the lower strata (low, medium low, medium). 
Students were recruited by convenience sampling, that is, "from among people who 
were accessible or convenient to the researcher" (Kiess, 2002, p.182). All the 
students were Chilean, Spanish native speakers, not bilingual. The researcher did not 
select students according to their writing level, grade point average or any other 
criteria related to their school performance. 
By using monolingual speakers, the researcher is controlling for an 
extraneous variable, that is, the possibility that bilingual students could have a more 
explicit understanding of relations of coherence. This decision is supported by several 
studies in the field of metalinguistic awareness that have explored the quality of 
knowledge that individuals require in order to analyze and control linguistic 
performance. According to this framework, bilingualism is recognized as enhancing 
the acquisition of explicit analysis of knowledge because it provides opportunities for 
7 Every year, SIMCE reports highlight a few public schools that have obtained 
significantly higher scores than the mean for this type of institution. Despite these 
exceptions, it is very clear that since 1998, public schools on average have not 
significantly improved their scores in the test. 
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contrasting two different codes, as well as identifying and reflecting upon the 
different aspects of language (Bialystok, 1992). 
Because the study focused on academic writing, the researcher chose to work 
with 12th grade students who, according to the Chilean curriculum, should have 
already received two complete years of instruction on the academic genres. It is 
relevant to analyze the quality of knowledge that students possess of academic 
writing coherence and the extent to which they can apply this knowledge to writing, 
after two years of instruction on academic writing. By choosing 12th grade students 
the researcher is also analyzing Chilean students' quality of writing at the end of 12 
years of schooling; that is, how able Chilean high school graduates are to produce 
the kind of writing required in academic and different work places. 
Methodology 
This section includes a description of how data were collected and analyzed. 
Procedures for data collection and analyses are included for each of the five tasks 
considered in the design. The chapter closes with a description of the results and the 
conclusions derived from the analyses. 
Research Design 
The six research questions were addressed in the main study by presenting 
the students with four different tasks: a recognition test (task 1), a writing task (task 
2) a compose with think aloud task (task 3), and an individual interview (task 4). 
Only tasks 1 and 2 were presented to all of the students who participated in the 
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study. Tasks 3 and 4 were presented to a sub-sample of participants. The 
comprehension and vocabulary quizzes presented to students in the pilot study were 
not included in the main study because they were considered to be part of the 
validation process of task 1. 
Data collected from the four tasks were combined in order to explore possible 
relations between each of the abilities that were the object of study. Table 12 
summarizes how research questions, tasks and analyses were combined. 
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Table 12: Research Design 
Research question Participants Data source Data analysis 
1. What is the quality of 12th Task 2:Writing a) Analysis of correctness, quality, and variety 
grade Chilean students' whole sample of local coherence relations and connectives 
academic writing coherence? sample (samples were coded with two rubrics: local 
coherence, and local coherence resources) 
2. Are they able to recognize Task 1 : recognition b) Analysis of recognition of incoherent 
locally incoherent sequences whole test sentences (total scores were divided into high, 
when they read academic sample medium, and low recognition, HR, MR, and LR) 
texts? and in relation to "directiveness of instruction". 
2.1.Are they able to explain Task 4: interview c) Analysis of students' ability to explain the 
the semantic, logical, and sub sample semantic, pragmatic, and logical relations 
pragmatic relationships that between sentences in their own writing. 
govern local coherence in 
academic writing? 
3. Does having the ability to Task 2: writing d) Correlational analysis between levels of 
recognize and the ability to whole sample recognition and locally coherent writing. 
explain, correlate with the sample Task 1 : recognition 
quality of students' writing test 
products? 
Task 2: writing e) Analysis to establish relations between level 
sub sample sample of recognition (HR, LR), locally coherent writing, 
Task 1 : recognition and ability to explain the knowledge. 
test 
Task 4: knowledge 
explanation 
4. Do levels of recognition Task 3:compose with 0 Analysis to establish relations between self 
relate to deliberate regulation sub sample think aloud regulation during the process of writing, and 
of local coherence during Task 1 : recognition levels of recognition (HR, LR) 
writing? test 
5. Is there a relation between sub sample Task 1: recognition g) Analysis to establish relations between levels 
level of recognition, degree of test of recognition (HR, LR), locally coherent writing, 
regulation, and products of Task 3: compose and self regulation during the process of writing. 
writing? with think aloud 
Task 2: writing 
sample 
102 
Procedures for Data Collection 
Data were collected in both schools during the months of May and June, 2006. 
In order to ensure that students would work seriously, the researcher explained to 
them that they would be graded for this work and that their schools would be given 
detailed feedback on their performance. They were also informed that this work was 
part of a doctoral dissertation that explored 12th grade students' abilities to produce 
text, and the importance of obtaining results that could show the best of their 
abilities. Students worked in their usual language lesson classrooms. The teacher 
was always present, but did not participate. The researcher was present at all times 
and no research assistant participated in this process. 
During the first week of May, all the students were presented with task 1. The 
researcher attended school A on Friday and school B three days of the same week, in 
order to be able to test all the students during the Language period. The task was 
untimed. Instead, students raised their hands in silence as soon as they were 
finished. Students who were finished working remained in their seats until all had 
finished. 
Regarding task 2, in order to reduce the possibility that students would 
produce incoherent pieces because they lacked background knowledge (Stein & 
Bernas, 1999; McCutchen, 1986) or interest (Bereiter & Scardamalia, 1987; Piolat et. 
al, 1999) towards the writing topic, during the first week of May students were 
presented with the Interest and Knowledge Survey (see appendix A). Notably, the 
same three topics that received the highest scores in the pilot study did so in the 
main study. Table 13 illustrates these results: 
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Table 13: Interest and Knowledge Survey 
patio Human Military 
knowledge votinQ 29 EnQiish president the pill riQhts law pollution weapons Bolivia trainil}g_ 
189 128 262 197 228 207 209 181 183 183 46 
patio Human Military 
votinQ 29 EnQiish president the pill riQhts law pollution weapons Bolivia traininQ interest 
148 175 272 177 238 236 284 225 171 163 61 
As was the case for the pilot study, in both scales the students gave the 
highest scores to the topics "importance of learning English nowadays", "the use of 
the morning after pill", and "new law for college financing". Results from the survey 
confirm that the prompt tested for the pilot study (which was based on the topic 
"importance of learning English nowadays"), would present the target students with 
a topic that was most familiar and interesting for them, thus reducing the chance 
that they would produce incoherent answers because of lack of knowledge or interest 
about the writing topic. 
The second week of May, students were presented with the writing prompt for 
task 2. No time limits were imposed and students were encouraged to write at the 
best of their abilities. The researcher explained to the students that they were 
writing about the topic that was identified as being the most interesting and familiar 
for all the participants in this study and in a pilot study. 
Based on the results obtained by the participants in task 1, the researcher 
selected a sub-sample with 10 students who had obtained the highest scores (HR) 
and 10 who had obtained the lowest scores (LR). More than 10 LR students were 
found within the participants and were distributed along the two schools; however, 
only 8 HR students were found and all of them attended school B. Considering this 
distribution as well as logistical factors, the researcher decided to work only with 16 
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students (8 from each recognition group) from the three classes in school B. The 16 
students worked individually with the researcher in an empty room that was 
conveniently located apart from classrooms and distraction. No research assistant 
was recruited for this task. Because of attendance problems, data collection 
extended for more than one week. The researcher had to stay in the school for five 
full days in order to be able to work with all the selected students. 
For task 3, the researcher used a prompt based on the topic "the morning 
after pill" which had received the second highest score on the knowledge scale and 
the third score on the interest scale. Students were trained in the Think aloud 
technique; however, considering the results of the pilot study, this time the 
researcher exemplified the think aloud process while mentally solving a very 
complicated subtraction. The idea was to avoid the more mechanical and simple 
reasoning required for adding two numbers, so that the students would witness a 
more evident problem solving event. Students also had to solve a complicated 
subtraction in which a 3 digit number had to be subtracted from a smaller 3 digit 
number. No time restrictions were imposed on this task. In general, students took 
about 20 minutes to finish. 
Semi-structured interviews (task 4) were conducted right after the think 
aloud task. The researcher used a brief interview guide to motivate talk, but most of 
the conversations were spontaneous and unstructured. In general, this task lasted 
about 25 minutes for each of the students. Conversations had to do with the relation 
between adjacent sentences or phrases in the students' recently written texts, with 
connectives, and with the reasons why they had included certain connectives and 
sentences while writing. The researcher finished every interview with a question 
about the source of students' knowledge about connectives and logical relations. The 
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reason for including this question is that metalinguistic language alone could 
probably not be enough evidence of systematic instruction on the topic of coherence 
and connectives. There is a possibility that a student could have received instruction 
and yet was not able to use metalinguistic or technical terms associated with it. 
Therefore, it was important to support this information with students' explicit 
memories about instructional experiences. 
Procedures for Analyzing Data 
This section describes analyses conducted with data collected for the four 
tasks. The section has been divided in four subsections, one for each task. 
Task 1: Recognition Test 
The recognition test was taken by 93 students from the two participating 
schools. Based on the scores they obtained on this test, students were organized into 
three performance levels: low (from 0 to 1 points), medium (from 2 to 5 points) and 
high (6 points). Table 14 illustrates this distribution. 
Table 14: Main Study, Distribution of Scores in the Recognition Test 
School Class Recognition test: 
Number of students on each performance level 
Low Medium High TOTAL 
(0 to 1 (2 to 5 points) (6 
points) points) 
A 1 1 20 0 21 
B 1 4 24 4 32 
B 2 5 18 0 23 
B 3 5 8 4 17 
TOTAL 15 (16%) 70 (75%) 8 93 
(8 6%) 
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In order to explore the circumstances under which students identified the 
inconsistent sentences, scores were analyzed in relation to the two types of 
instructions contained in the test: neutral {what could be perfected in the text to 
make it clearer) and direct (which sentence is incoherent with the rest of the 
paragraph). Table 15 represents an analysis of number of correct answers by type of 
instruction. 
Table 15: Correct Answers by Type of Instruction on the Recognition Test 
School Class Number of correct answers on each section of the recognition test 
Section I (neutral Section II (direct TOTAL 
instruction) instruction) 
A 1 2 11 5 4 15 18 11 7 72 
B 1 0 14 6 7 22 25 22 6 102 
B 2 0 14 2 1 4 14 9 7 51 
B 3 0 9 5 6 6 9 13 7 55 
TOTAL 2 48 18 18 47 66 55 27 280 
86 (30,7%) 195 (69,6%) 
The variable "directiveness of instruction" can provide information about 
students' reading process, because each instruction implied different kinds of 
processing in order to identify written inconsistencies. Considering this implication, 
the researcher explored whether there was a difference between students in each of 
the three performance groups, in the extent to which this variable affected them. In 
other words, the idea was to explore for possible differences in students' reading 
process. Table 16 represents this analysis. 
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Table 16: Student Scores by Recognition Level and Test Section 
Performance Total Number of Number of times Number of 
level number of times in which in which students times in which 
students in students did did better on students had 
the level better on section II (direct the same 
section I instruction) performance on 
(neutral the two 
instruction) sections 
High recognition 8 0 (0%) 0 (0%) 8 (100%) 
Medium 70 5 (7%) 49 (70%) 16 (23%) 
recognition 
Low recognition 15 4 (27%) 7 (47%) 4 (27%) 
Task 2: Writing Sample 
91 argumentative texts were analyzed using the 2 rubrics developed during 
the pilot study. The first of them, "Local coherence", distributed students along 4 
levels according to the proportion of incoherent and coherent sequences in the text, 
and the facility with which the reader could understand and construct coherence 
during reading. The second, "Local coherence resources" distributed students along 
4 levels according to the command they demonstrated of the linguistic conventions 




1 2 3 4 
The student produces a The student produces a The student produces a The student produces a 
text in which local text in which, although text in which, although text in which no incoherent 
coherence mistakes some coherent sequences some incoherent sequences can be found. 
predominate. Therefore, can be found, the amount sequences can be found, Therefore, the reader can 
the reader cannot read of incoherent sequences the reader can generally read fluently and easily 
fluently or construct the make it hard for the reader read fluently and construct construct the global 
global meaning of the text. to read fluently and to the global meaning of the meaning of the text. 
construct the global text. 
meanino of the text. 
Local coherence resources 
1 2 3 4 
The text reflects an The text reflects a basic The text reflects an The text reflects 
inability to use local ability to use local emergent ability to use command of local 
coherence resources. coherence resources. local coherence coherence resources. 
For example, the majority of Though it is possible to resources. The student uses correctly 
logical relations, connectives find a few mistakes, it is Though it is possible to a variety of 
and mechanisms to refer to clear that student can use find a few mistakes, it is the more complex logical 
previous information, are logical relations, clear that the student can relations, connectives and 
incorrectly used. Typically, connectives or use logical relations, mechanisms to refer to 
ideas are merely juxtaposed mechanisms to refer to connectives and previous information that 
or connected by relations of previous information that mechanisms to refer to are typical of academic 
addition. are typical of oral previous information that writing and that involve 
language, and that don't are typical of oral transformation and major 
involve transformation or language, and that he is interrelation between 
major interrelation beginning to use more contents in text. 
between contents in text. complex resources that 
are typical of academic 
writing, and that involve 
transformation or major 
interrelation between 
contents in text. 
Two coders were hired especially for this process. Both of them were in the 
final phase of a Master's Degree in Linguistics. The coding process lasted two half 
days (from 8:30 to 2:30) and each day was dedicated to the application of one of the 
rubrics. Each day, the process began with a training session for the application of 
the correspondent rubric. Training included a conceptual presentation, analysis of 
examples for each of the 4 levels, and coding of 10 samples collected for the pilot 
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study. 
The following examples (full texts) illustrate how the rubrics were used in 
order to analyze students' writing samples. These examples were chosen because 
they also represent the average performance observed within the participants. 
Coherencia local, nivel 3: El estudiante produce un texto que, si bien presenta 
algunas secuencias incoherentes, en general permite at lector seguir Ia lectura 
fluidamente y determinar el sentido global del texto. 
La importancia que me da ami e/ saber ingles es Ia siguiente el ing/es se necesita 
Relaci6n confusa 
~ 
mucho en el Mundo de hoy ya que se necesita para el comunicarse, para trabajar. 
entre ideas Ahora en todos los trabajos preguntan si uno sabe idiomas y e/ principal siempre es el 
adyacentes. ingles. 
Yo por mi /ado me gustaria aprender ingles porque me serviria para desarrollarme y 
aprender a comunicarme con las personas que son del extrangero y que hablan ingles. 
(Local coherence. level 3: The student produces a text in which, although some 
incoherent sequences can be found, the reader can generally read fluently and 




The importance that gives me knowing English is the following english is very .. ___. much needed in the world today because you need it to communicate, to work. Now 
in every job they ask if one knows languages and the main is always English. 
Me I would like to learn English because it would be useful to my development and to 
learn to communicate with people that come from abroad and that speak English. 
Recursos de Ia coherencia local. nivel 2: El texto demuestra una capacidad 
basica para utilizar los recursos de Ia coherencia local. Si bien es posible que 
cometa algunos errores a/ hacerlo, se nota que es capaz de utilizar relaciones 16gicas, 
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conectores o mecanismos para recuperar informacion previa propios de Ia oralidad, 
que no implican mayor transformaci6n e interrelaci6n entre los contenidos 
presentados. 
Mal uso de relaciones 






en Ia vida, como dice el 
ya que hoy en dia 
• 
(Local coherence resources, level 2: The text reflects a basic ability to use local 
coherence resources. Though it is possible to find a few mistakes, it is clear that 
the student can use logical relations, connectives or mechanisms to refer to previous 
information that are typical of oral language, and that don't involve transformation or 
major interrelation between contents in text). 
Incorrect use of connectives 
or loqical relations. 
Adequate relation of 
causality. 
Adequate relation of 
addition. 
e>nni>Cmlinn fUndamental in life, aS friend 
because nowadays the sttUcltiJO 
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Inter-rater reliability was calculated considering: 
·:· exact percent agreement (percentage of times in which coders assigned the 
same code), 
•:• adjacent percent agreement (percentage of times in which coders assigned 
codes that were 1 number apart), 
•:• non adjacent percent agreement (percentage of times in which coders 
assigned codes that were more than 1 number apart). 
The researcher calculated average scores in those cases where adjacent 
coding occurred. When non-adjacent coding occurred, the researcher revised the 
sample and assigned a new code. Regarding levels of tolerance, considering the 
experience of the pilot study, the researcher calculated inter-rater reliability by 
adding up the exact and adjacent percent agreements. Coders' opinion of the two 
rubrics was very positive. They thought both were very clear and productive, and 
that they combined sound theoretical principles with the actual characteristics of 
Chilean students' writing. No major problems were found classifying the samples in 
the levels of the rubrics. 
After the samples were coded, statistic correlations were calculated in order 
to explore for possible relations between the scores obtained for tasks 1 and 2, as 
well as within the two scores obtained for task 2. By doing so, the researcher was 
investigating whether being able to recognize incoherence during reading is related 
to writing academic texts that are locally coherent or to being able to use the 
linguistic resources associated to academic writing coherence. Similarly, correlational 
analyses can explore whether a better command of written local coherence resources 
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is related to writing more locally coherent. Table 17 includes these statistic 
calculations. 
Table 17: Statistic Correlations Between Scores in Tasks 1 and 2 
Task 1 LC LCR Average 




LC Pearson .093 
Correlation .381 
Sig. (bilateral) 91 
N 
LCR Pearson .396** .369** 
Correlation .000 .000 
Sig. (bilateral) 91 91 
N 
Average Pearson .312** .788** .863** 
Correlation .003 .000 .000 
Sig. (bilateral) 91 91 91 
N 
** The correlation IS s1gn1ficant at the level 0.01 (bilateral) 
Task 3: Compose with Think Aloud 
16 "compose with think aloud" protocols were analyzed, 8 produced by 
students who had been classified as high recognition (HR) in task 1, and 8 produced 
by students who had been classified as low recognition (LR) in the same task. 
Initially, students were organized in the two performance groups and the scores 
obtained by them in tasks 1 and 2 were compared. The goal was to make sure that 
the sub-sample was representative of the larger sample, considering the results 
derived from the analyses of data collected for tasks 1 and 2. Table 18 includes the 
scores obtained by all students in the sub-sample in tasks 1 and 2. 
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Table 18: Comparison of Scores for Students in the Sub-Sample 
Recognition group Studenf s Name Recognition test LC LCR 
Col. 6 3 2 
Cor. 6 3.5 2 
High recognition Cur. 6 3.5 2 
(HR) Mor. 6 3 3 
Trone. 6 2.5 1.5 
Lev. 6 3 3 
DJ 6 4 4 
DS 6 3.5 2.5 
MEAN 6 3.25 2.5 
Lar. 1 2 2 
Mar. 0 3 1 
Pin. 1 3.5 1.5 
Low recognition MEm. 1 4 1 
(LR) Sot. 0 3.5 2 
Gall. 1 3.5 2 
Gat. 1 3.5 1 
Vasq. 1 3 1.5 
MEAN 0.75 3.25 1.5 
"Compose with think aloud" protocols were analyzed to determine the kinds of 
processes students used to produce argumentative texts. The following questions 
guided this exploration: Is there a clear difference between the processes used by 
students from the two groups? Are students in the HR group more likely to devote 
their attention to the establishment of local coherence during the writing process? Is 
there a particular moment in the process dedicated to check coherence links? Is it 
that HR students explicitly talk about their knowledge of coherence during the think 
aloud protocol? 
According to Bereiter and Scardamalia (1987), in terms of the writing process, 
local coherence depends upon the writer's ability to keep in mind the content of the 
previous idea as well as the general topic of the text at hand. Considering this 
principle, protocols were analyzed to explore possible behaviors that could reflect 
both kinds of control of semantic coherence. Two different behaviors were found: at 
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different moments during the writing process, students interrupted the flow of 
writing to reread the previously written text or to reread the writing prompt. After 
an initial revision of the protocols, three categories of analysis were identified: 
rereading of one or more phrases, rereading of a paragraph, and rereading of the 
whole text. The three categories were initially analyzed in the 16 cases, in the form 
of a checklist of behaviors. 
It is important to note that this first analysis did not account for frequency of 
rereading behaviors for each participant. The focus was to explore between- group 
differences in the occurrence and kinds of rereading behaviors observed. Table 19 
presents the checklist of rereading instances. 
Table 19: Rereading Checklist 
WRITING PROCESS CHECKLIST 
1. Reading the text written so far. 
Recognition group Studenfs Name Reads one Reads a Reads the Rereads the 




Col. X X 
Cor. X X 
High recognition Cur. X X X 
(HR) Mar. X 
Trone. 
Ley. X X X X 
DJ X X X X 










The researcher also sought to examine the exact purpose or purposes behind 
rereading, and specifically, to determine whether students' purpose for rereading 
was associated with the establishment of local coherence. That is, did students 
reread right before or right after establishing logical relations in their texts? Was 
rereading associated with the use of logical connectives? Rereading instances were 
analyzed according to the circumstances in which each of these behaviors was 
observed. The goal was to try to establish a possible purpose and the utility that 
each of these behaviors had for the writers. This time, frequency of kinds of 
rereading was calculated for each participant. To guide this analysis, the following 
categories were created: 
The student stops to reread, 
A. Before including a connective or logical relation within or between sentences. 
B. Before including a connective or logical relation between paragraphs. 
C. Within or between sentences, without the presence of connectives or logical 
relations. 
D. Between paragraphs without the presence of connectives or logical relations. 
E. Right before including a conclusion for the whole text. 
F. Right after including a logical connective or "connecting phrase" in any position. 
G. Before making revisions to the text. 
H. When confused or out of ideas. 
To illustrate the way the analysis was conducted, two examples of protocols have 
been included with the corresponding coding marks, one from each recognition group: 
SD, HR group 
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S: (lee el estimulo por primera vez) entre Ia opinion 1 y Ia opinion 2 estoy .... (r~ieeparte del~~irl')UIQ) me quedo mejor 
con el amigo 2, Ia otra como que es muy ... con mas restricciones .... mi opinion .... mi opinion es que toda ... que va a ser ... 
~reJeeC} mi opinion es que toda persona es libre de hacer .... lo que quiera ... con su vida .... y su sexualidad ... (ffileeA) 
libre de hacer lo que quiera con su vida y sexualidad .... porque en el caso .... caso de .... en el caso de una mujer ... es 
ella Ia que va ... es ella Ia que va ... a tener .... es ella Ia que va a tener que xxx .... o vivir .... con el embarazo durante los 9 
meses .... queda ... bajo ... criterio de ella si es ... conveniente ... quedar ... esperando ... un hijo ... de una mujer ... fue 
violada ... hay que ponerse en el caso de una mujer que fue violada ... y que espera un hijo de un violador ... si. .. Ia que 
espera un hijo de un violador ... persona que le hizo infeliz durante ... su vida .... o Ia situacion .... de una nina que espera 
un hijo de ... su padre .... el cual. ... aparte de ser ... abuelo de Ia criatura ... es ... es su padre .... puede ser. ... una 
solucion ... a estos problemas ... o .... para los mas ... cotidianos que son ... que una pareja ... no tenga ... planificado ... tener 
un hijo ... (rele&A} una solucion a estos problemas como que una pareja que no tenga planificado tener un hijo .. . 
porque un hijo no planificado puede ser infeliz o hacerlo infeliz ... que mas ... que mas .... (reJee poarte del estimulo H) no 
tiene .. esto me faltaba ... no tiene por que alguien .. ajeno a ti ... y circulo cercano ... venir a decir lo que tu tienes que 
hacer ... @I~Q) alguien ajeno a ti y tu circulo cercano venir a decir lo que tu tienes que hacer con tu cuerpo ... y 
restringirte sin preguntarte .... sin preguntarte .... tu opinion como es el caso ... de Ia iglesia catolica .... que ... que lo unico .. 
lo unico que hace en este tema es entrometerse ... que el de ... el de un grupo de ... que el de un grupo de servidores 
sociales ...... que son elegidos ... por el pueblo ... para representarlos ... para representar a Ia gente ... pero que no Ia 
escucha ... que no Ia escucha ... y lo unico .. lo unico que hace es imponer su opinion ... su opinion moral. .. sin pensar 
que puede .. que puede haber alguien que puede estar sufriendo .... si estoy de acuerdo .... si estoy de acuerdo con su 
comercializacion ..... porque ... Ia gente ... de escaso recurso ... puede hacer uso .... uso de ella libremente .... y no ... y no 
autorizar ... no eso esta mal... y es sabido ... y es sabido ... que aunque no este autorizada .... (relee F) es sabido que 
aunque no este autorizada ... Ia personas de elite ... o sea, plaza italia pa arriba .... plaza italia hacia arriba ... igualla 
consiguen ... y el resto .... de personas que no este .... de acuerdo ... que de su opinion ... que de su opinion pero que 
no .... obstaculicen ... que no impidan ... que no pongan limites ... que no impidan (relee C) que las personas que no 
esten de acuerdo que den su opinion pero que no impida el derecho que tienen al resto. Ya. 
S: (reads the prompt for the first time) between the first and the second opinion i am ... (rereadspartofthe prompt) i 
agree with friend 2, the other opinion is like too ... with more restrictions ... my opinion ... my opinion is that every ... that will 
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be ... (ft!re(JdsC)my opinion is that every person is free to do ... whatever she wants .... with her life ... and 
sexuality ... (rereadsA) free to do whatever she wants with her life and sexua/ity ..... because in the case ... in the case 
of...a woman .... she is the one ... she is the one .... she is the one that will .... will .... she is the one that will have to xxx .... or 
live .... the pregnancy for 9 months ... .it is .... under .... her criteria if she is .... convenient....to ... get....pregnant....a child .... a 
woman ... that was raped .... you have to put yourself in the situation of a woman that was raped .... and that is expecting a 
baby from his offender .. .if. ... she is expecting a baby from an offender .... person that made her unhappy for the rest.. .. of 
her life .... or the situation of a girl ...... that is expecting a baby .... that is her fathers' .... he ... besides being .... the 
grandfather .... is her father ..... could be ..... a solution .... to these problems .... or ... .for the more .... common that are .... a 
couple .... was not planning .... does not plan ... to have a baby .... (reri33dsA) a solution to these problems like a couple 
that did not plan to have a baby ... because a baby that was not planned can be unhappy or make him unhappy .... what 
else ... what else ... (rereads part of the prompt H) does not have .... that i was missing ..... someone that is not a relative .... a 
relative ... .far from your nuclear family .... cannot tell you what to do .... (rereads C) someone who is not your relative or 
part of your nuclear family cannot tell you what to do with your body .... and restrict without asking .... without asking 
you .... your opinion .... as is the case .... the case with the catholic church ... that ... the only thing ... .the only thing they do in 
this topic is to intrude ... that a group ... a group of public servers .... that are chosen ... by the people ... to represent 
them. ... to represent the people ... but do not listen to them ... do not listen to them ... and the only thing they do is to 
impose their opinion .... their moral opinion ... without thinking that ... that there could be someone who is suffering .... yes i 
agree .. .i agree with selling the morning after pill .... because .... people ... that don1 have money .... can use it .... whenever 
they need it... and not .... and not to allow this ... .that is wrong ... and it is known .. .is known .. .is known ... that even though it 
is not legal ... (left!adSF;) it is known that even though it is not legal yet....people from the elite ... that is, from plaza italia 
up, plaza italia up ... they still get it ... and the rest ... the rest of the people who don1 agree .... agree ... they can give their 
opinion ... give their opinion .... but no get in the way ... not stop .... not put limits ... not stop (rereads C) that the people who 
don1 agree can give their opinion but not stop the rest from exercising their right to it. OK. 
The following example illustrates a typical process followed by a member of the LR 
group: 
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Pin. LR group 
G: (lee todo el estimulo) aver ... yo creo .... yo creo que .. .Ia comercializaci6n .... de Ia pildora .... eeemmm .... sirve .... para 
que las personas .... que no quieren .... tener a su hijo .... puedan optar .... por la .... por Ia opci6n de no tenerlo .... aunque no 
estoy ..... no estoy de acuerdo ..... con el aborto .... ya que .... si .... decido .... tener relaciones sexuales .... tengo que 
ser .... no .... pensar .... tengo que pensar bien .... antes de hacerlo ..... para no ..... perjudicar Ia vida ..... del nino ..... a ver. .... ( H 
releeelestim4IQ} clara ... ese seria el otro problema .... que si Ia pildora se comercializa ... los j6venes se van a 
aprovechar .... se van a aprovechar un poco y van a liberarse mucho mas .... en el tema de Ia sexualidad ..... eso es 
todo .... 
G: (reads the whole prompt) let's see .... / think ... / think that.. .. commercia/izing .... the pill .... mmmmm .... is useful .... for 
people .... who don1 want... to have their baby .... they can choose .... to ... to not have it.. ... although I donL.I don't 
agree .... with abortion ..... because ... if I decide ... to have sex .... / have to be .... no .... to think ... / have to think well .... before 
doing it.. .. so ... l donLharm the kid's ... life .... let's see ... (rereadsfJ,theprompt) ... ok .... that would be another 
problem ... that if the pill is so/d .... youth would take advantage .... they would take a bit of advantage a liberate a lot 
more .. .in the topic of sex .... that's it 
Table 20 illustrates the frequency with which each rereading moment 
occurred for each student in both recognition groups. 
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Table 20: Places and Frequency with which Rereading Occurred 
2. WRITING PROCESS CHECK LIST 
WHY STOP TO REREAD 
Recognition Student's A B c D E F G H total 
group Name 
Col. X X 2 
Cor. X X 2 
HR Cur. X X 2 




Ley. X X X X X 11 
X X X 
X X 
X 




DS X X X X 7 
X X 
X 
total 13 2 8 2 3 2 2 1 33 
39% 6% 24% 6% 9% 6% 6% 3% 
Lar. 
Marc. X 1 
Pin. X 1 
LR Men. X 1 
Sot. 
Gall. X 1 
Gat. 
Vasq. 
total 0 1 0 0 0 0 0 3 4 
25% 75 
% 
Figure 1 illustrates the places and frequency of rereading for each recognition group. 
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Figure 1: 
PLACES AND FREQUENCY OF REREADING PER 
RECOGNITION GROUP 
frequen 
A 8 c D E F G H 
types of rereading 
Task 4: Interviews 
Interviews were analyzed to dig deeper into the quality of knowledge that 
underlies the establishment of local coherence during the writing process. The 
following questions guided this exploration: Is there a distinct quality of knowledge 
in students belonging to each of the groups? Do any of the students have the ability 
to verbalize this knowledge? What aspects of coherence do they refer to when they 
talk about it? What words do they use to refer to it? When and how do they say they 
acquired this knowledge? 
Interviews were transcribed and coded using four different codes: 
a) Relations between ideas (semantic, logical, pragmatic, surface of text): 
utterances in which students try to explain the relation between sentences, phrases, 
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or paragraphs in their text. A distinction is made when attempts to explain are 
successful (correct) or not (incorrect). 
b) Definitions, metalanguage: utterances in which students try to define the 
meaning or function of connectives or cohesive ties, or when they try to define 
coherence. A distinction is made when attempts to explain are successful (correct), 
not successful (incorrect), and when the language they use to define is technical 
(metalanguage) or common. 
c) Process of writing: utterances in which students describe the behaviors they 
used during the writing process. 
d) Acquisition of the knowledge: utterances in which students explain how and 
when they acquired the words and skills the researcher is pointing to during the 
interview. 
The following is a translated example of coding: 
Group: Low Recognition Student Mend. 
Relations Definitions Process of writing Acquisition of 
between ideas Metalanguage the knowledge 
Correct: correct: 114-118 112-134 
21-44 The two 52-54,uses the word coherence as sense or She uses the word "ya Declares she's 
ideas are related meaning que" as a "crutch"; it is a never received 
because the 47-50 the word "ya que" helps to continue habit to write it; serves direct 
second idea writing the purpose of instruction on 
supports the first incorrect: continuing discourse these topics. 
one. 73-76,"Ya que" and "sin embargo"are 
equivalent. 
1 06-108 "ya que" and "porque" are different: 
"ya que" is used to show something and 
"porque" is used to give a reason 
94-98 




This section presents the results obtained followed by a summary of the 
major findings. 
Task 1: Recognition Test 
Students' scores on task 1 ranged from 0 to 6 with a standard deviation of 
1.53. The majority of students (75%) demonstrated a medium ability to recognize 
incoherent sequences when reading academic paragraphs that were adequate for 
them in terms of difficulty. Specifically, they were able to recognize 2 to 5 of the 8 
target sentences included in the 8 paragraphs. Few students (16%) demonstrated a 
low ability to recognize incoherent sequences (0 to 1 sentences) and still fewer 
(8,6%) had a high ability to do so (6 sentences). 
The analyses performed considering the variable "directiveness of instruction" 
provides information about students' reading process. Specifically, results indicate 
that students who demonstrated a medium ability to recognize incoherent sequences 
during reading (75% of the participants), mostly used this ability only when explicitly 
directed to do so. In other words, it seems they had the skill but they were not 
strategic enough to use it unless explicitly told to do so. Students who demonstrated 
a low ability to recognize incoherent sequences (16% of the participants) were 
moderately affected by the direct instruction. Fewer than half of the students in the 
group (47%) improved their performance when the instruction directed them to do 
so. Finally, students who demonstrated a high ability to recognize incoherent 
sequences (8.6% of participants) did not depend on instruction being more or less 
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directive. In other words, they had the skill and were strategic enough to use it when 
necessary. 
Task 2: Writing Sample 
Table 21 summarizes inter-rater reliability calculations obtained for the 
training sessions and for the main application of each of the rubrics during the two 
day coding process. 
Table 21: Inter-rater Reliability Calculated for Coding of Writing Samples 
Session Rubric Samples Percentage of inter-rater reliability 
coded exact adjacent % considered non 
to validate the adjacent 
session 
Training Local 10 80% 20% 100% 0% 
session 1 coherence 
Application of Local 93 49.9% 48.9% 98.8% 2.5% 
rubric day 1 coherence 
Training Local 10 40% 60% 100% 0% 
session 2 coherence 
resources 
Application of Local 93 56% 43.9% 100% 0% 
rubric day 2 coherence 
resources 
Clear differences were found between the average scores obtained by 
students on each of the two measures of coherence. For the rubric "Local coherence", 
on a scale from 1 to 4, participants obtained a mean score of 3.03 with a standard 
deviation of .55. For the rubric "Local coherence resources", on a scale from 1 to 4, 











LOCAL COHERENCE RESOURCES 
RCL 
The scores obtained can be interpreted considering the content of each of the 
rubrics. For example, the fact that the mean score obtained for the measure "Local 
coherence" is 3.03 indicates that the majority of students were able to produce an 
argumentative text that was mostly coherent at the local level. In other words, 
although the majority of students still presented incoherent sequences in their 
writing, these were included in such low proportion that the reader could read quite 
fluently and could infer the global meaning of the text. The fact that the mean score 
obtained for the measure "Local coherence resources" is 1.82 indicates that the 
majority of students tend to link their ideas by using the more simple linguistic 
resources typical of oral language or narratives. The ideas in their texts are quite 
simple since they have not been transformed or interrelated by means of the 
connectives, cohesive ties or logical relations with which coherence is usually 
achieved in academic writing. 
A number of results were derived from the correlational analyses performed 
with scores obtained for tasks 1 and 2. Firstly, the analyses indicate that there is a 
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positive significant statistical correlation of .396 between the scores obtained on task 
1 and the results of the measure "Local coherence resources". This suggests that 
students who were more able to recognize incoherent sequences in reading, were 
also more able to use the linguistic resources with which coherence is achieved in 
academic writing. Interestingly, there is no statistical correlation (.093) between the 
scores obtained on task 1 and the results of the measure "Local coherence". This 
indicates that, for this study, being able to recognize incoherent sequences did not 
relate to the ability to produce a coherent piece. Secondly, there is a positive 
significant statistical correlation of .369 between the results obtained for the two 
measures "Local coherence" and "Local coherence resources". This indicates that 
those students who were more able to use the linguistic resources typical of 
academic language produced texts that were found to be more coherent by the 
coders. Conversely, those students who were less able to use the linguistic resources 
typical of academic writing produced texts that were found to be less coherent by the 
coders. Table 17 includes the results of the statistical correlations calculated between 
scores obtained for tasks 1 and 2. 
Task 3: Compose with Think Aloud 
The analyses of the compose with think aloud protocols clearly indicate a 
between group difference regarding rereading instances. Only 4 of the 8 LR students 
were observed rereading during the writing process; only one of them reread the 
text written so far, while the remaining three only reread the writing prompt. All but 
one of the HR students were observed rereading the text written so far, which means 
that, as a whole, the HR group students were more likely to reread than the LR 
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group students. Regarding frequency of rereading, the 4 LR students reread only 
once and the 7 HR students reread more than once. For the HR group, however, 
frequency calculations revealed within group differences. Specifically, 4 of the HR 
students reread with moderate frequency (2 or 3 times) while the remaining 3 reread 
with higher frequency (from 6 to 11 times). 
For the HR group, a total of 33 rereading moments were observed and the 
majority of them occurred between or within sentences; that is, students stopped to 
reread in the middle of a sentence or right before starting a new sentence. 
Specifically, 13 (39%) of all total rereading instances happened before the inclusion 
of a connective between or within sentences and 8 of them (24%) happened 
between or within sentences, without the presence of connectives. With less 
frequency, students stopped to reread between paragraphs (6% before the inclusion 
of a connective and 6% without the inclusion of a connective) or before including a 
general conclusion or revisions to the whole text (9% and 6%, respectively). 
Particularly relevant for this study is the fact that 20 rereading behaviors 
(60%) were associated with the use of connectives. Among these, 18 (55%) 
happened right before the inclusion of a connective and 2 (6%), right after a 
connective. Although it is not possible to establish whether students were stopping to 
consciously choose a logical relation and the connective that should better express it, 
it seems clear that high recognition students have a tendency to interrupt the writing 
flow before establishing (consciously or unconsciously) local coherence relations 
within or between sentences. 
Only one student was observed talking about coherence during writing. While 
writing, she included the connective "asf" (this way) and said out loud: "asf es como 
explicativo ... " (lines 33-34) (as[ is like for explaining). Interestingly, this student not 
127 
only belongs to the HR group, but she was also the one who obtained the highest 
scores on both measures of coherence ( 4 points on each), as well as the highest 
score obtained by students in the recognition test (6 points). 
Task 4: Interviews 
Data gathered from the analysis of the 16 interviews were reorganized and 
synthesized to explore for commonalities among students from the two groups: 
GROUP: LOW RECOGNITION 
Relations between ideas Definitions, Process of writing Acquisition of the 
metalanguage knowledge 
The researcher asked the Only 2 of the 8 students Some comments were 7 of the 8 students did not 
students to explain the referred to the concept of gathered that had to do remember receiving 
relation between all the coherence. One of them with the process of writing. explicit instruction about 
adjacent ideas in their texts used the technical word In this group, 5 of 8 connectives, their 
that had been linked with a "coherencia" (MM) students claimed that they meaning, function, or rules 
connective. 6 of the 8 and the other used a less had included connectives for application. When 
students could explain only specific term, "sentido" or relations of coherence asked about how and 
one of the relations of (sense). One student used out of habit or when they had acquired 
coherence the researcher the technical word automatically. These the connectives used in 
pointed to during the "conectores" (connectives). students claimed that they their texts, they said they 
interview. From these 6 of the 8 students gave a wrote words that "popped acquired them because 
explanations, 2 were very few correct definitions that into their minds", without they were common in 
superficial (e.g. "two ideas can be classified as: planning or discriminating conversations and books. 
that talk about the same general (e.g. "the word according to some Interestingly, two of the 
thing" Gat.) and the 'porque' is useful when informational plan. They students said they knew 
remaining 3 exhibited a you're explaining, FG), also referred to some these words because their 
deeper insight into the synonyms (e.g. "aunque is connectives as "crutches" teachers included them in 
logico/semantic relation like "pero", GP), and (Mend.) that they always dictations. 
between ideas (e.g. "a good specific function using used because they helped 
and a bad thing about the their own words (e.g. them continue writing. 
morning after pill, Pin.) "aunque makes it clear that 
you are giving a negative 
opinion). 6 of the 8 
students gave incorrect 
definitions. In 2 of these 
cases, incorrect answers 
were given for connectives 
which had been correctly 
explained before. 
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GROUP: HIGH RECOGNITION 
Relations between ideas Definitions, Process of writing Acquisition of the 
metalanguage. knowledge. 
Although the 8 students The 5 students who said 4 of the 8 students 5 of the 8 students clearly 
gave incorrect answers at had been instructed on declared they included remembered being taught 
some point in the these topics used connectives and/or about the concepts 
conversation, they were all metalanguage. They used relations of coherence out discussed. 3 of them 
able to provide several the words "conectores", of habit or automatically. mentioned a teacher they 
correct answers as well. "coherencia", and 3 of them had claimed to had in 1Oth grade who had 
Only 1 of the 8 students "cohesion" and gave have received direct given them lists of 
provided answers that explanations that involved instruction on these connectives organized in 
mirror the superficial these words (e.g. concepts. categories, and cloze 
explanations obtained from "connectives are used to Interestingly, 2 of the 3 technique exercises with 
students in the LR group link ideas, to give students who said they decontextualized sentences. 
('1his sentence introduces coherence, and they have had not received direct The same 3 students 
another aspect of the specific functions, like instruction explained that claimed to have supported 
problem", Cur.). The rest of maintaining the topic, they controlled the this knowledge with 
the students were able to changing the topic, or establishment of instruction from 
give quite specific adding information" Cur.). coherence during writing. "preuniversitarios"8 they 
responses referring to the Only 1 of the 3 students One of them gave a very were currently attending. 
logico/semantic relation who said had not been detailed step by step Their responses indicate that 
between the two ideas in instructed, used some explanation of how to methodologies in 
question (e.g. "the first technical expressions "idea keep local and global preuniversitarios mirror the 
sentence restricts the next principal" (main idea), coherence by rereading kind of instruction given by 
statement", "the first "incoherencia" (Ley.). The other one the 1Oth grade teacher. The 
paragraph presents a (incoherence), and explained that she always remaining 2 did not refer to 
problem and the second "contexte" (context), (Ley.). liked to give supporting the teacher or to 
presents a solution"Col.) Only 2 students gave arguments to the ideas preuniversitarios, but they 
Only 1 of the 8 students incorrect definitions at she presented in text, in recalled lists of connectives 
referred to the pragmatic some point during the order to justify everything and cloze technique 
aspect of coherence. He conversation. Definitions she said (JD). exercises. 
explained he was trying to rarely included technical Interestingly, 3 of the 5 
make an effect on the language (names of students said that the explicit 
reader by giving a more categories). Very few instruction received had not 
extreme opinion after a general responses ("ya been effective enough as to 
common one, and that he que and 'porque' are change their writing habits. 
used the expression "en si" useful when you're They believed connectives 
to make a break in the text explaining something" were in their vocabulary 
that would get the reader's Col), several synonyms before instruction, because 
attention. (13) ("porque" could be they were part of 
replaced by "debido a", communication in and out of 
SO), several references to school. 
the function of The remaining 3 students 
connectives (13) ("debido who did not remember being 
a esto", can be used to taught about this, gave 
give a consequence of different explanations. One 
something said before" of them said he'd acquired 
Ley.) this knowledge by 
participatinQ in oral 
8 Preuniversitarios in Chile are educational institutions dedicated to prepare 12th 
grade students for the national higher education admission test (PSU). 
129 
communication {Ley.), 
another said he used them 
because he liked language 
{Trone.) and the other said 
she had acquired them by 
taking part in dinner time 
conversations at home (JDl 
Conclusions 
Findings derived from the four tasks point to the existence of two distinct 
groups of students. Each group can be characterized in terms of the quality of 
knowledge they possess, their behavior during the writing process, and the quality of 
their written products. 
Students in the low recognition group produced academic texts that were 
mostly coherent. However, they achieved coherence by connecting their ideas with 
the linguistic resources (logical relations, connectives, and cohesive devices) with 
which coherence is commonly achieved in oral language and in narrations. Results of 
this study indicate that such behavior is associated with lack of specific knowledge 
about the linguistic resources with which coherence is attained in academic writing. 
This conclusion is confirmed by two different sources of data: writing samples and 
interviews. On average, students in this group obtained a very low score in the 
measure "local coherence resources" (mean 1.5). According to the description of the 
rubric, ideas in their texts were connected mainly by addition, or by very simple 
relations that did not imply transformation or interrelation between the contents 
presented. On the interviews, the majority of these students declared they had not 
received explicit instruction on the use of the linguistic resources and that they had 
acquired them from their participation in oral conversations and from reading books. 
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This finding was confirmed by the fact that they scarcely used the specific language, 
or metalanguage, associated to the concepts of coherence or cohesion. 
Perhaps a natural consequence of the fact that they directly transferred habits 
of oral communication into their writing, the majority of students in this group 
declared that they included connectives, cohesive ties and logical relations 
automatically. In other words, they did not seem to be aware of the resources they 
used to maintain coherence, because they wrote as they talked. They demonstrated 
no conscious effort to write coherently and no awareness that that kind of effort was 
required in writing. Their ability to explain the meaning or function of connectives 
reflected an unstable and unspecific knowledge. The majority of students gave 
several incorrect answers, contradicted themselves and, for the few correct 
responses, they used their own words to give explanations that were often too 
general. 
A very important conclusion that results from combining findings of the four 
tasks has to do with a certain relation between the processes of reading and writing. 
In effect, findings suggest that those students who did not recall receiving direct 
instruction on local coherence resources and thus were less able to use, to explain, 
and to monitor these resources during writing, were also less able to recognize 
incoherent sequences during reading. Though further research should confirm this 
suggestion, it seems that having knowledge of and being aware of coherence during 
writing is associated with subjects' ability to understand as well as to produce 
academic texts. 
Though not completely proficient, students in the high recognition group were 
more able to use the linguistic resources (connectives, logical relations, cohesive 
devices) with which coherence is achieved in academic writing (2.5 mean), than 
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students in the low recognition group. As a result, their texts were perceived as more 
coherent by the coders and their ideas were more complex. Results from the 
interviews indicate that their behavior is associated with recalling relevant instruction 
experiences and thus having specific knowledge about local coherence resources, 
their meaning and function in written communication. Although some of these 
students reported that the instruction received had not been effective enough to 
change their writing habits, the combined analyses of writing samples and interviews 
point to a positive influence of instruction on the ability to explain this knowledge 
and on writing performance. 
However, it is very important to consider that three of the students in this 
group declared they had never received instruction on these topics and yet exhibited 
command of academic writing linguistic resources. These students did not exhibit an 
ability to use technical language associated to the concept of coherence, but were 
equally able to explain the function of connectives in their own words. This finding 
could imply that, besides formal education, other factors are involved in the 
acquisition of the knowledge and habits of writing that lead to coherent academic 
writing. 
As to the quality of knowledge exhibited by students in this group, it is 
important to say that most of them reflected a more specific and stable knowledge 
than did students in the low recognition group. Although they did provide some 
incorrect responses, they were mostly able to explain the specific function of 
connectives as well as the semantic and logical aspects involved in the relation 
between adjacent ideas in their texts. Interestingly, only one of the students gave 
responses that involved the pragmatic aspects of coherence. 
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Finally, as it was said for the LR group, the combined analyses of the findings 
of the four tasks implies a certain relation between the processes of reading and 
writing in this group. Students in the HR group were not only more able to use, to 
explain and to monitor coherence during writing, but they were also more able to 
recognize incoherent sequences during reading. In that sense, it seems that having 
knowledge and awareness of coherence positively affected reading and writing of 
academic texts. 
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CHAPTER FIVE: DISCUSSION 
In this chapter, the findings derived from the main study will be discussed in 
relation to relevant literature included in chapter 2 of this work. The purpose is to 
situate the present study in the context of the theory and research that inform our 
understanding of the writing process and of the cognitive basis that supports it, in 
order to identify commonalities and possible contributions to this body of work. 
Questions for further studies will be included, as well as a description of the 
limitations of the study. 
In order to organize the discussion, each of the research questions will be 
answered in the light of the findings and of the relevant literature. 
1. What is the quality of 12th grade Chilean students' academic writing coherence? 
Following the work of different authors concerned with the processes of 
reading and writing (Lee, 2002; Charolles, 1983; Hobbes, 1983; Kintch & van Dijk, 
1978), coherence was approached in this work as the result of a complex interaction 
of semantic, pragmatic, and logical principles that both reader and writer activate in 
order to construct a coherent meaning for texts. No attempt was made to analyze 
students' written products from the perspective of the linguist who searches to 
establish the exact nature of intersentence relations (semantic, pragmatic, or logical) 
in text. In other words, student samples were mainly analyzed to determine 
students' ability to communicate coherently, and the resources and problems they 
exhibited in the achievement of this task. 
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Specifically, the rubric "local coherence" was presented to the coders as a guide to 
the classification of samples, according to the ease with which they could extract 
their global meaning. Local coherence mistakes were identified but only to judge 
whether the proportion of this kind of mistake interrupted the reading flow and 
stopped the reader from understanding the text. From this perspective, findings of 
this study indicate that, when prompted to write an argumentative piece, these 
Chilean 12th grade students were quite able to produce texts that were locally 
coherent. The majority of students wrote pieces that included one or two incoherent 
sequences, but the presence of such mistakes did not generally affect the readers' 
ability to construct the global meaning of the texts. 
One cannot say, however, that the participants were generally producing 
texts that would classify as academic writing. In fact, the findings derived from the 
application of the measure "local coherence resources" indicate that most students 
produced samples that did not follow the typical characteristics of the academic 
schema. As proposed by different researchers (Langer, 1986; Durst, 1987; Jacobs, 
1990), academic writing involves the application of sophisticated logical-rhetorical 
relations (e.g., alternative, evidence, adversatives) that enable writers to elaborate, 
criticize, and analyze the ideas they present. The kind of writing produced by the 
participants of this study in response to the argumentative prompt does not really 
correspond to this description. On average, students produced very simple ideas that 
had not been elaborated by means of logical operators, but merely told or said as if 
writing was the result of a direct transference of oral communication. Following the 
seminal work of Bereiter and Scardamalia (1987; 1992), the samples collected could 
very well be analyzed through the model of "knowledge telling", according to which 
writers reduce the writing task to the content level, because they are not able to 
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establish an interplay between what is said and how it should be said (rhetorical 
level). 
Clearly, the fact that the participants were in their last year of secondary 
school points to a negative interpretation of these findings. Although there is no 
agreement among researchers regarding the exact age at which students should 
achieve command of the academic structures (see Piolat, Roussey & Gombert, 1999), 
it is clear that such an achievement should be one of the desired outcomes of high 
school education (Jacobs, 1990; McCutchen & Perfetti, 1983). Considering that most 
participants of this study will probably never again receive formal instruction on the 
linguistic resources associated to coherent academic writing, it is likely that the 
quality of writing that they exhibit today will continue to be the same for the rest of 
their lives. Moreover, those who want to enter university or join certain intellectually 
demanding work places, will probably fail or have great difficulty communicating 
their thoughts through writing. 
The dependence between academic writing and instruction may be more 
evident when it comes to Spanish academic writing than it is for other academic 
traditions. Spanish academic writing is typically syntactically complex, because 
sentences are very long and several phrases are connected by numerous rhetorical 
relations and connectives (Cuenca, 2003). This characteristic has important 
implications for citizens' active participation in the higher culture of politics, 
knowledge and academia. Spanish speakers must receive extensive education in 
order to fully understand and to efficiently produce the academic texts with which 
culture is produced, transformed, and transferred. 
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2. Are students able to recognize locally incoherent sequences when they read 
academic texts? 
Findings derived from the results of task 1 (recognition test) indicate an 
interesting interplay between the ability to recognize incoherent sequences in 
academic writing, and the directiveness of the instruction provided to the students. 
Because of the inclusion of this variable, the results obtained were not merely 
analyzed in terms of students' results in the detection of inconsistencies, but as a 
testimony of the kind of process they use when they read. In effect, findings suggest 
that although the majority of students could only identify between 2 to 5 
inconsistencies, those students (as proposed by Markman, 1979 and Markman and 
Goring, 1981) would have probably obtained higher scores if the 8 paragraphs 
presented had included instruction that explicitly directed them to the detection of 
incoherent sentences. It seems to be the case that the participants had not been 
trained to monitor their reading (Baker and Brown, 1984) and thus had not acquired 
the strategy of stopping to check if they understood what they had read, or if the 
text read made sense. The fact that the majority of participants could recognize 
some inconsistencies regardless of their non-strategic behavior suggests that they 
had the skill but that explicit strategic instruction was needed in order to improve 
their performance. 
Interestingly, that is the case for the majority of students but not for all of 
them. According to the findings, a small group of students was unable to detect the 
inconsistencies even when the instructions directed them to do so. Further studies 
should be conducted to dig deeper into the situation of these students; however, 
their results suggest that either directive instruction is not enough to modify some 
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students' reading process, or that failure to detect inconsistencies does not only 
depend on monitoring behaviors. The idea that reading behaviors are not the only 
factor supporting performance on task 1 is also derived from the finding that a still 
smaller group of students (high recognition group) was quite capable of detecting 
incoherent sequences and their performance did not depend on direct instruction. 
The work of authors concerned with the kind of knowledge associated with 
linguistic coherence enlightens this discussion. Particularly central to this discussion 
is the controversy between those who believe that a certain universal context-free 
knowledge is involved on the processing of logical relations in text (Knott and 
Sanders, 1998; Gomez, 1996), and those who maintain that language users process 
intersentence relations only by understanding contextual information and operating 
inferences that stem from knowledge and experience with the topic and ideas 
presented in text (Grize and Pieraut-Le Bonniec, 1995; Voss, Wiley and Sandak, 
1999; De Beaugrande, 1984). If one is to believe that the participants of this study 
could only rely on the given contextual information to establish coherence in the 8 
paragraphs, one possible hypothesis to explain low performance on this task could 
be related to lack of specific content knowledge that could be brought to the text in 
order to operate the inferences required to complete the meaning. Though possible, 
this hypothesis could be contested considering that the 8 paragraphs were carefully 
constructed so as to include topics that were of common knowledge in Chile at the 
time the test was taken, and that all 8 of them had received extensive attention in 
the press. Content knowledge was also tested in the pilot study with a 
comprehension quiz attached to task 1, which included questions about each of the 8 
paragraphs of the test. Results indicate that none of the students in the pilot study 
had fewer than 69% of the quiz correct, which means that none of them had major 
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difficulty understanding the paragraphs. Thus, it seems that students in the study did 
have enough contextual information as well as background knowledge and/or 
experience to establish the necessary inferences to understand the 8 target 
paragraphs presented. 
Given that the "content knowledge hypothesis" cannot be easily sustained in 
this case, it is still possible to say that the difference between those students who 
performed well regardless of the type of instructions and those who performed 
poorly despite the extra help of directive instruction is that the former had some 
knowledge that the latter did not have. Considering the work of Knott and Sanders 
(1998) and Gomez (1996), another possible interpretation would be a certain 
universal knowledge of the logical operators used in verbal communication. Though 
the discussion between universal and non-universal knowledge is out of the reach of 
this study, it is safe to say that students in the HR group did have some kind of 
linguistic knowledge (or for this purpose, rhetorical-logical knowledge) that situated 
them in a favorable position in relation to the students in the LR group. As will be 
discussed in the following section, this hypothesis is well supported by the findings of 
task 4, according to which students in the HR group were generally more able to 
explain the meaning and function of logical relations and connectives in their texts. 
2.2 Are students able to explain the semantic, logical, and pragmatic relationships 
that govern local coherence in academic writing? 
The basis of this research question is the discussion regarding the nature of 
concepts and subjects' ability to verbalize what they know. A number of positions 
should be kept in mind that contribute to our understanding of this problem, for 
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example, Vygotsky's (1934/1986) distinction between spontaneous and scientific 
concepts, the former being the knowledge acquired from experience and the latter, 
the knowledge acquired in formal instruction and through the verbal mediation of an 
adult. Despite some theoretical differences, this distinction is not far from saying that 
children possess implicit and explicit knowledge (Karmiloff- Smith et al, 1996) and 
that the more explicit a concept, the more open it is for reflection or analysis. A 
critical point here is the ability to verbalize knowledge. In this study, the position is 
assumed that inability to verbalize is not a clear symptom of lack of knowledge 
(Bullock, 1982) but perhaps of a certain unconscious or only procedural command of 
a certain concept, and that literacy instruction has been found to enhance subjects' 
ability to analyze and talk about their linguistic knowledge (Byalistok, 1992). 
According to this theoretical framework, the HR and LR groups in this study 
exhibit clear differences regarding the quality of knowledge they possess about 
written coherence. In general, students in the LR group appear to possess a more 
implicit or only procedural knowledge of the local coherence resources they rely on to 
establish links between ideas in their own writing. Their products of writing can be 
classified on an early stage in the development of academic linguistic resources, 
however, they do include, quite confidently, temporal, additive and causal links that 
they mainly cannot explain or define. They possess the knowledge at a level that 
allows them to apply it efficiently, but they hesitate and contradict themselves when 
asked about the meaning or function of the connectives they used in their writing, or 
about the relations they established between ideas in their own texts. During the 
conversation, these students explained that they had never received instruction on 
these topics and that they used relations and connectives because they were 
common in oral communication or because they had copied them from books. 
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Together, these findings fit very well Vygotsky's (1934/1986) position that those 
concepts that stem from direct experience will take longer to become generalizations 
or definitions that the subject can verbalize. It appears that students in the LR group 
had never had the opportunity of the verbal mediation of an adult, who could have 
presented these concepts in an organized and simple way, so to allow them to reflect 
about the linguistic knowledge they actually possess. This finding is confirmed by the 
fact that they rarely used the metalanguage that could have helped them to mentally 
represent as well as to communicate this knowledge (Camps et al., 2000; Dolz et al. 
2000). 
A different situation can be observed with students in the HR group. Although 
none of them reached the level of the expert that can explain every concept without 
mistakes or hesitation, all of them were able to provide quite specific explanations 
about the meaning or function of the connectives and logical relations they used in 
their own writing. In other words, they exhibited a more explicit knowledge of 
written coherence. Findings of this study also support Vygotsky's (1934/1986) 
framework in that formal instruction is not the only possible verbal mediation, but 
that other adults or more capable peers can also aid in subjects' concept 
development. Most students in this group declared to have received some kind of 
formal instruction on the topics of coherence and connectives; however, three of 
them, who were equally able to explain their knowledge, did not. Within this minority 
group, metalanguage was heard with less frequency, but students could still explain 
their knowledge quite successfully, using their own words. Their situation could be 
interpreted by reference to several literacy studies that have signaled family 
experience as an important environment for cognitive development. A good example 
of this is JD, the student who obtained the highest scores on each of the measures of 
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this study. When asked about the source of her knowledge, she could not recall 
experiences with formal instruction, but instead, explained that, in her home, family 
members frequently engaged in conversations and discussions about current events, 
and that even the youngest members had an opportunity to take part on these 
sessions. She explicitly mentioned that she had found herself "copying" older family 
members in the way in which they stated ideas and supported them with arguments. 
Student explanations also provide information about what aspects of written 
coherence are more salient for them. Despite clear differences in the depth and 
specificity of the explanations, students in both groups tended to focus on the 
logical/semantic aspect of local coherence. They were generally related to the 
function of connectives or of certain phrases or sentences in relation to the preceding 
information. "This is good for", "this is used for", "you use it when you want to 
say .... ", were the most common headings used to initiate explanations. For example, 
students would say that "porque" (because) is a word you use when you want to give 
the reason of something you said before, or that one sentence was used to give the 
solution of a problem stated before. Interestingly, these explanations were almost 
never oriented towards the reader, that is, they did not consider the pragmatic 
aspect of local coherence. Students would say what they were doing with words9 , but 
no indication was given that they were doing it for others. For example, they would 
explain that they included a word because it was useful to justify an idea, but they 
did not point out that a potential reader could need that justification. 
As explained before in this work, the choice of reasoning operators (e.g. state 
a fact, present a reason, etc ... ) in writing is mainly a communicative decision that 
depends upon several situational factors such as the goal of the text, and the 
9 See the theory of speech acts by Austin, (1911-1960) 
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audience (Voss et. al., 1999). In other words, the situational constraints should 
determine the kind of connectives and logical relations a writer uses, considering 
that the main function of those resources is to facilitate the readers' comprehension. 
No doubt the communicative situation proposed in the study (tasks 3 and 4 in this 
case) was unnatural and not clearly reader oriented, as most of the writing that 
students do in school. However, because the students knew that their writing would 
be discussed later, they could have considered the researcher's communicative 
needs while writing. Although this point could be contested, it is still possible to say 
that there could be a relation between the kind of instruction received by students in 
the HR group, and their tendency to explain coherence as a textual phenomenon 
thus leaving out the communicative implications of their choice of connectives and 
logical relations. In effect, all of the students who recalled formal instruction 
experiences said they were given lists of connectives organized by their function, and 
doze technique exercises in which they could practice their understanding of these 
functions. It seems safe to say that such a de-contextualized instruction could have 
given the students a sense that coherence and connectives are textual elements and 
that they do not directly relate to the actual communicational needs they experience 
while writing. 
3. Does having the ability to recognize and the ability to explain, correlate with the 
quality of students' products? 
Studies that have associated knowledge of local coherence and coherence in 
writing have so far inferred students' knowledge from written products (Langer, 1986; 
Jacobs, 1990; McCutchen, 1986) or from students' application of this knowledge to 
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different tasks outside of the writing process (Danner, 1976; Garner et al., 1986; 
Wright and Rosenberg, 1993). One of the goals of this study was to pursue an 
analysis of the exact quality of knowledge that underlies local coherent writing, so to 
enlighten the educational practice. What kind of knowledge is required in order to 
produce locally coherent academic texts? and, for the purpose of answering this 
research question, what kind of knowledge is required in order to be able to 
recognize, explain, and apply written local coherence resources? 
The recognition test (task 1) used in this study resembles common tasks in 
which students are prompted to relate sentences with a certain topic, or to re-
combine disorganized sentences in a meaningful text. The main commonality 
between such tasks is the kind of knowledge they require from students. It has been 
said in the literature that implicit knowledge suffices when the task is to detect or 
correct linguistic mistakes (Karmiloff-Smith et al. 1996), and thus one could say that, 
in order to succeed at task 1, students needed no more than a certain level of 
implicit knowledge. However, the equation between implicit knowledge and the 
ability to recognize is not so simple in this study. In effect, it was found that most 
students had a medium ability to recognize inconsistencies while reading, which 
would indicate that most of them possessed a certain implicit knowledge of local 
coherence. But what is the case with those students who demonstrated a very low 
ability to recognize incoherent sequences? One cannot say that they did not have 
any kind of knowledge. In fact, the case analyses indicate that, on average, LR 
students obtained a 3.25 score on the measure "local coherence", which indicates 
that they could at least use in writing the most simple relations of coherence and 
logical relations typical of oral language or narrations. In other words, the quality of 
their written products clearly signals a certain level of implicit procedural knowledge, 
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as discussed before in this work. 
A possible way to interpret this phenomenon is to consider that, for the 
participants of this study, the recognition task was in fact more difficult than the 
writing task. The reason for this is not the complexity of the instrument itself, a 
variable that was controlled during the validation process. The real difficulty lies, 
probably, in students' lack of familiarity with the kind of behavior required to succeed 
at task 1. If it is true that most students in this study produce writing by merely 
transferring oral procedures, then it follows that to produce coherent pieces is not as 
difficult a task for them as having to select two contents in text and check the logical 
relationship between them. Going back to the former investigations in this regard 
(Danner, 1976; Garner et al., 1986; Wright & Rosenberg, 1993), it seems possible to 
say that those studies in which knowledge was measured with tasks similar to task 1 
required from students a more analytical behavior than what they normally do when 
they write. 
The question remains as to what exact quality of knowledge is required to 
succeed at this type of task and what relation is there between that quality of 
knowledge and students' performance in writing. Findings of this study indicate that 
having a better command of the written linguistic resources with which coherence is 
normally achieved in academic writing, correlates with a better performance in the 
recognition test. The majority of participants possessed a certain implicit knowledge 
that enabled them to recognize some of the target incoherences (2 to 5) and to 
achieve written coherence by means of the more simple linguistic resources typical of 
oral communication or narratives. The few students who could recognize most 
incoherent sentences also produced texts that were more academic, in that ideas in 
them were more complex and interrelated. Moreover, findings indicate that this 
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minority group based this successful performance in recognition and writing, on a 
certain educational experience that also enabled them to talk about this knowledge, 
to reflect and to verbalize their understanding of local coherence quite accurately. 
Though, to the best of my knowledge, this relation has not yet been stated in the 
literature, it clearly mirrors studies in the field of metacognition (e.g. Baker and 
Brown, 1984; Garner, 1988; Graham and Harris, 1996) which have extensively 
documented a strong relation between having metacognitive knowledge of the 
concepts involved in reading and writing, and having a better performance in both 
linguistic processes. 
4. Do levels of recognition relate to deliberate regulation of local coherence during 
writing? 
Perhaps one of the most important findings of this study has to do with 
participants' process of writing. When observing these 12th grade Chilean students 
write during the compose aloud protocols, one is surprised to see that the model of 
"knowledge telling" (Bereiter and Scardamalia, 1987) can actually describe the 
behavior of some writers over 18 years old. Very clearly, the LR students read the 
prompt and started writing right away, relying solely on the automatic activation of 
topic related memories described by Scardamalia and Bereiter (1992). They wrote 
with a strategy of "tell- all- you- know- about- it" (Langer, 1986) that resembles the 
addition of events of personal narratives. This behavior reflected that LR students 
were unaware of the complexities and requirements of academic writing, which is 
confirmed not only by the fact that they did not use academic linguistic resources in 
writing, but also that they could not recognize inconsistent sentences in the 
146 
academic paragraphs included in task 1. This lack of awareness or knowledge, in 
turn, must be at the basis of their inability to monitor their reading and writing 
processes. 
Some studies have established that selective attention and self-regulation of 
local coherence during writing could positively affect writing products (Cutchen and 
Perfetti, 1983; Couzijn, 1999). These studies, however, consider that students 
benefit from receiving explicit instruction on monitoring techniques which, in turn, 
affects their ability to produce more coherent written pieces. Interestingly, the 
students in the HR group had apparently not been trained to monitor their 
comprehension or their writing process, but they were clearly more able to do so. As 
explained earlier, most of them had received some kind of instruction regarding the 
linguistic resources associated to written coherence, but this instruction was far from 
involved with the processes of reading and writing, and consisted mainly of the de-
contextualized functional analysis of connectives. Still, when observed during the 
compose aloud protocols, these students tended to stop to reread what they had 
written, particularly in the boundaries of sentences and phrases that included logical 
relations and connectives. Following Markman (1979) and Markman & Gorin's (1981) 
interpretation of their participants' ability to detect inconsistent sequences in text, it 
is possible to infer that the HR students in this study were also able to monitor their 
reading process, so that they could check their comprehension, voluntarily represent 
in mind the meaning of adjacent sentences and try to establish the relation between 
them. 
It is not possible to say that the monitoring behavior was conscious because, 
with the exception of JD, none of the students in the HR group said anything out loud 
that could indicate a conscious attempt to control the establishment of local 
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coherence links. This finding may be evidence that students had not received direct 
instruction on the importance of monitoring or on systematic techniques to do so. It 
seems that these students' language teachers had not based writing instruction on 
the understanding that, during writing, text interpretation is as frequent and relevant 
as text production (Hayes, 2000). Still, students tended to spontaneously monitor 
the establishment of coherence links, probably based on their knowledge of 
connectives and their functions. This finding replicates studies that suggest that 
having metalinguistic knowledge about the requirements of academic writing is 
related to the use of more efficient writing strategies (Camps et al., 2000; Francis, 
2002), including those strategies aimed at generating well organized and cohesive 
texts (Victori, 1990). 
In sum, it seems that even a non-optimal metalinguistic knowledge of the 
complexities of academic writing is sufficient to generate some awareness in 
students that those linguistic resources exist and that they should be taken into 
consideration during writing and reading. Studies like the one pursued by Lee (2002) 
should investigate the exact nature of training that promotes more explicit and 
systematic monitoring behaviors in students that enable them to produce texts that 
replicate the conventions of academic writing. 
5. Is there a relation between level of recognition, degree of regulation, and products 
of writing? 
The answer to this research question constitutes a summary of the topics 
discussed so far. In effect, the recognition, regulation, and writing analyses 
performed produce a body of findings that interrelate in two possible ways, according 
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to the quality of knowledge possessed by the students. On the one hand, those 
students who demonstrated a more explicit and verbalizable knowledge of the 
complexities and requirements of academic writing local coherence, were found to 
have good ability to recognize inconsistent sentences in academic paragraphs, to 
regulate the establishment of local coherence in writing (although apparently 
unconsciously), and to produce texts that more closely resembled the conventions of 
academic writing. On the other hand, those students who demonstrated an implicit 
and merely procedural command of the concepts in question were found to have 
very low ability to recognize inconsistent sentences in academic paragraphs, to use 
an automatic and non regulative writing process, and to produce texts in which the 
ideas presented were very simple and connected by connectives and logical relations 
typical of oral communication and narratives. 
Questions for Further Research 
A number of questions remain unanswered and should be explored in future 
studies. Most importantly, studies should investigate possible interventions that 
could promote in Chilean students the establishment of a more stable knowledge of 
local coherence and its requirements during writing. One possible way to approach 
such a study would be to distinguish the contribution of metalinguistic reflections and 
metalanguage, from an intervention based on writing monitoring strategies. The 
purpose would be to determine how much intervention is needed on the knowledge 
and process levels, so as to enable students to produce written pieces that follow the 
conventions of academic writing. In the context of the Chilean educational system, 
teachers feel overloaded with curriculum-based content and innovative interventions 
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that they try to fit within their reduced schedules. Therefore, a good body of findings 
should support an educational intervention before it is introduced to Chilean 
classrooms. 
Also relevant would be an analysis of teacher educational practices and the 
relation between those practices and students' writing products, processes, and 
knowledge. An analysis of the Language curriculum in Chile indicates a clear lack of 
focus on the processes of reading and writing. Objectives and contents of the 
curriculum seem to relate to the desired outcomes of both processes, and no 
indications can be found of how teachers should proceed in order to reach those 
outcomes. However, one cannot assume that teacher practice is 100% derived from 
the curriculum. Teachers have their own beliefs about what works and what does not 
work, and about what should be taught and what should not be taught. Naturalistic 
observations of real lessons, revision of students' notebooks and teacher plans, 
among other things, should be included as sources of data that could document what 
goes on in Chilean classrooms in relation to writing. Having this knowledge would 
clearly complement this study's findings, so as to shed light on the origin of students' 
quality of writing which, in turn, could be the start point for future educational 
interventions. 
Bilingual students were not included in this study because of the possibility 
that they could have more knowledge or awareness of language than monolingual 
students, and maybe, a more explicit understanding of relations of coherence. 
However, further studies should explore this possibility. It would be interesting to 
know whether bilingual subjects' enhanced metalinguistic awareness (Bialystok, 
1992) involves a better knowledge of specific writing requirements such as 
coherence. 
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Another important question that should be investigated in future research has 
to do with different types of incoherences and students' ability to identify each of 
them. As explained before, incoherences can be caused by misuse of references or 
connectives, or by inaccurate lexical choice or word order, among other reasons. 
Further studies should explore whether different types of incoherences are more or 
less detectable during reading. For example, it would be important to explore 
whether incoherences at the surface of text are more easily detectable than those 
beyond the surface of text. Such exploration would expand our understanding of 
students' focus of attention during the reading process, as well as inform programs 
concerned with improving reading monitoring behaviors. 
Limitations 
Although sample definition was done rigorously, these decisions also impose 
the biggest limitations to this study. Particularly because of the need for the 
qualitative analyses that enabled an exploration of the cognitive basis underlying 
academic writing, only 16 case studies were conducted. Strong conclusions were 
derived from those cases; however, further studies should be conducted to be able 
to generalize these results to the target population. Also in light of the possibility of 
generalization, future qualitative analyses should not only include more participants 
but also participants from different socioeconomic groups. Participants of this study 
were chosen to represent the most frequent type of schooling and socioeconomic 
level in the country; however, it would be very important to establish whether these 
findings would be replicated in the higher socioeconomic strata. In this regard, it 
should be considered that Amengual's (2002) study found local coherence problems 
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in the written products of pre service teachers across socioeconomic groups and 
types of universities in the city of Santiago. If this is true, then it is possible that the 
problems with academic writing identified in this study would be replicated in a more 
heterogeneous sample. 
Another important limitation has to do with students' source of knowledge. 
Although it has been argued that there is a relation between formal instruction and 
the rest of the measures of this study, it is important to remember that information 
about this instruction is derived from students' explanations and memories. This is 
not to say that their memories are necessarily inaccurate, but rather that more 
information is needed to establish the exact quality of those experiences. Similarly, 
this study did not explore whether those students who claimed they had never 
received instruction on the topic of coherence had perhaps received instruction they 
could not recall because it was not meaningful for them or for other reasons. 
Academic writing was elicited in this study with prompts that considered 
students' interests and background knowledge. Although this decision is strongly 
supported by findings that indicate that these two variables can impact writing 
coherence, it is also possible that the familiarity of the topics could have prompted a 
less academic response from the participants. Further studies should explore 
whether students from the population chosen could produce more academic texts if 
presented with writing topics that are less familiar to them. 
Final Words 
The findings of this study confirm previous research that combines literacy 
with the frameworks of metacognition and metalinguistic awareness. In particular, 
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because they indicate that there is a relation between having explicit knowledge of 
the requirements of academic writing coherence and the ability to explain and to 
monitor this knowledge, as well to produce writing that follows the academic 
structures. This study expands our restricted knowledge on the topic of writing 
coherence, because it explores deeper into the cognitive basis that supports coherent 
writing. It not only confirms the few existing evidence that having knowledge of 
coherence correlates with coherent writing, but it provides an exhaustive analysis of 
the quality of knowledge involved in this correlation. 
An important finding that needs to be further investigated is the relation 
between knowledge of written coherence and the ability to recognize inconsistent 
sequences during reading. This, together with the other findings of the study, can 
inform educational practice. In effect, further studies should explore the suggestion 
made here that there is a relation between having received formal instruction on 
local coherence, and the ability to produce texts in which ideas are more complex 
because they have been transformed by virtue of the conventional linguistic 
resources of academic writing. Similarly, further studies should explore the 
suggestion made here that having explicit knowledge of local coherence not only 
affects students' writing processes and products, but also their reading process. 
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APPENDIX A 
Interest and knowledge survey: 
ENCUESTA 
I. Asigna un puntaje a los siguientes temas, considerando cuanto te interesan. Asigna 4 
puntas si el tema te interesa mucho y tienes una opinion clara al respecto. Asigna 0 puntas si el 
tema note interesa en lo mas minima y no has formado una opinion al respecto. (/.Assign a 
score to the following topics, considering how interesting they are for you. Assign 4 points if the 
topic is really interesting to you and you have a clear opinion about it. Assign 0 points if the topic 
is of no interest to you and you don't have an opinion about it). 
Ejemplo: 
TEMAS 
2. La candidatura presidencial de 
Sebastian Piiiera. 
3. El rol del en el financiamiento 
de Ia 
4 
En el ejemplo, el alumna solo esta interesado y tiene una opinion clara sabre el rol que 
debe tener el gobierno en relacion con el financiamiento de Ia Educacion Superior. La 
candidatura deS. Pifiera no le interesa en absolute y el aborto entre los adolescentes 
le interesa muy poco. 
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TEMAS 0 1 2 3 4 
1. La importancia de votar en las elecciones 
presidenciales. (the importante of voting for the 
presidential elections) 
2. Los errores de identificaci6n de cuerpos en el 
patio 29 del cementerio. (the mistakes in the 
identification of bodies in patio 29 of the cemmenterv) 
3. El valor de saber ingles en el mundo de 
hoy .(the importance of learning English nowadays) 
4. La importancia de tener una mujer como 
Presidente de Ia Republica. (the importance of 
having a woman president of the republic) 
5. El uso y comercializaci6n de Ia pfldora del dia 
despues.(the use and commercializing of the morning 
after pill) 
6. La importancia de juzgar a quienes violaron 
los derechos humanos durante el regimen militar. 
(the importance of judging those who violated human 
rights during the military government) 
7. La ley de financiamiento de Ia Educaci6n 
Superior. (the new law for college financing) 
8. Quienes son responsables de Ia 
contaminaci6n en Santiago. (who is to blame for 
the pollution in Santiago?) 
9. El derecho a tener armas en Ia casa para 
defenderse de Ia delincuencia.(the right to have a 
gun at home) 
10. Las demandas de Bolivia para una salida al 
mar. (Bolivia's demand for a way to the pacific ocean) 
11 . La importancia de tener un servicio militar 
obligatorio en Chile. (the importance of the 
mandatory militarv training) 
II. A continuaci6n deberas asignar puntaje a los mismos temas, pero esta vez considerando 
cuanto sabes sobre cada uno de ellos. Si sabes mucho sobre el tema, asignale 4 puntos. Si 
no sabes nada sobre el tema, asignale 0 puntos. 
II. Now, you will assign a score to the same topics, only this time considering how much you know 
about them. If you know a lot about a topic, assign 4 points. If you don "t know anything about a topic, 
assign 0 points. 
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PUNTAJES 
TEMAS 0 1 2 3 4 
1. La importancia de votar en las elecciones 
presidenciales. 
2. Los errores de identificaci6n de cuerpos en el patio 
29 del cementerio. 
3. El valor de saber ingles en el mundo de hoy. 
4. La importancia de tener una mujer como Presidente 
de Ia Republica. 
5. El uso y comercializaci6n de Ia pildora del dia 
despues. 
6. La importancia de juzgar a quienes violaron los 
derechos humanos durante el regimen militar. 
7. La ley de financiamiento de Ia Educaci6n Superior. 
8. Quienes son responsables de Ia contaminaci6n en 
Santiago. 
9. El derecho a tener armas en Ia casa para 
defenderse de Ia delincuencia. 
10. Las demandas de Bolivia para una salida al mar. 
11. La importancia de tener un servicio militar 







I. A continuaci6n hay cuatro parrafos que seran usados en un texto de estudio para 
Cuarto Medio. Por favor, lee atentamente estos parrafos e indica que modificaciones 
se podrian hacer para mejorar su claridad. (The following four paragraphs will be used in 
a 12th grade Language text book. Please read them carefully and indicate what could be 
changed to make them clearer). 
1. Hoy en dia, miles de mujeres que trabajan fuera de Ia casa viven angustiadas tratando de ser madres 
perfectas. A pesar de que pasan Ia mayor parte del dia en el trabajo, se esfuerzan por controlar lo que 
ocurre en sus hogares y por saber exactamente que hacen sus hijos a toda hora del dia. Las pocas horas 
que pasan en Ia casa las dedican a controlar, criticar y sermonear a sus hijos. Sin embargo, los hijos sienten 
que las madres los critican y los sermonean demasiado. Probablemente, una buena forma de enfrentar este 
problema es cambiar Ia actitud controladora y que las madres les demuestren a sus hijos que confian en sus 
decisiones, en vez de hacerse cargo de todo. (Nowadays, thousands of women who work out of their homes 
live with the anxiety of trying to be the perfect moms. Although they spend most of the day at work, they do 
their best to control what is going on in their homes and to be informed of what their children are doing every 
hour of the day. The few hours they spend at home they dedicate them to control, criticize, and scold their 
children. However. children feel that their mothers critize them and scold them too much. Probably, a 
good way to face this problem is to change the controlling attitude and that mothers can show their children 
that they trust their decisions, instead of trying to be in charge of every detail.) 
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2. Uno de los peores males de Ia sociedad chilena es Ia discriminaci6n de clases. Aquellos que pertenecen a 
los grupos mas acomodados suelen sentirse superiores a las demas personas y les niegan posibilidades de 
trabajo o el acceso a ciertos espacios. Este problema se remonta a los comienzos de nuestra sociedad, en 
el campo chilena. En ese entonces, los duerios de Ia tierra ten ian influencias en Ia politica y Ia justicia y 
dominaban a las clases mas pobres. Por eso los mas pobres mandaban en el pais. Eran tratados como 
inferiores y no pod ian optar a avanzar social o econ6micamente. Es de esperar que las nuevas 
generaciones rompan con este mal y que Chile se convierta en una naci6n de igualdad de oportunidades 
para todos. (One of the worst problems of the Chilean society is class discrimination. Those who belong to 
the elites tend to feel superior from the people in the lower classes, who are usually not welcome in certain 
jobs and social environments. This problem goes back to the origins of our society, in the countryside. In 
those days, the owners of the land had influence on politics and justice and dominated the poorer people. 
For that reason. the poor people were in charge of the country. They were treated like they were really 
inferior and could not grow socially or economically. We hope that the new generations can put an end to this 
problem and that Chile can become a nation where everybody has the same opportunities). 
3. Si bien es sabido que el hambre es un grave problema a nivel mundial, las cifras publicadas porIa ONU 
impresionan. Entre otros calculos, se sabe que 842 millones de personas en el mundo no tienen que comer, 
que seis millones de nirios se mueren de hambre anualmente antes de cumplir los cinco alios, que mas de 
800 millones de personas sufren desnutrici6n cr6nica en el mundo y que cada cinco segundos una persona 
muere de hambre. Estas cifras hablan de un profunda desequilibrio en el mundo de hoy. No todos los 
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paises del mundo estim representados en Naciones Unidas. (Although it is of common knowledge that 
hunger is a serious problem in the world, the numbers published by the UN still cause an impression on us. 
Among other figures, it is known that 842 million people in the world do not have food, that 6 million children 
die of hunger every year, before they can tum 5 years old, or that more than BOO million people suffer chronic 
nutritional problems in the world, and that every 5 seconds one person dies of hunger. These numbers are a 
testimony of the deep inequality in today's world. Not every country in the world is represented in the 
UN.) 
4. Es valido preguntarse si las sociedades se sanan de sus dolores olvidando. l,Habran preferido los alemanes 
olvidar los horrores del Nazismo para poder seguir viviendo con normalidad? Esta pregunta se aplica 
tambien al case de Chile. l,Es mejor olvidar los largos alios de abuses a los derechos humanos durante el 
regimen militar? A excepci6n de algunos esfuerzos como el informe Rettig, Ia Mesa de Dialogo y el reciente 
informe Valech, parece ser que Ia gran masa de chilenos no exige que se recuerden estes hechos. Es decir, 
Chile lleva ya 15 alios en democracia. (It is valid to ask ourselves if societies heal their pains by forgetting. 
Have the German preferred to forget the horrors done by the Nazi so to be able to continue living a normal 
life? This question also applies to the Chilean case. Is it better to forget the years and years of violations to 
the human rights that occurred under the military government? With the exception of some efforts like the 
Rettig report, the Dialogue Committee, and the recently published Valech report, it seems that the majority of 
Chileans do not want to remember these facts. In other words. Chile has lived in a democratic 
government for 15 years. 
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II. En cada uno de los siguientes parrafos hay una oraci6n que rompe con el sentido y que causa confusion. 
Para cada parrafo, lee atentamente y marca Ia oraci6n que no tiene sentido. (In each of the following paragraphs, 
there is one sentence that makes no sense and causes confusion. For each of the paragraphs, read carefully and mark 
the sentence that doesn't make sense). 
1. l,Por que muchos j6venes no se inscriben en los registros electorales? Algunos piensan que Ia respuesta a 
esta pregunta es que a los j6venes no les interesa lo que pasa en el pais. Sin embargo, esto no siempre es cierto. 
De hecho, aun estim abiertos los registros para que todo el que lo desee se inscriba. La activa participaci6n de 
miles de j6venes en iniciativas solidarias como Un T echo para Chile o el Hogar de Cristo parecen desmentir esta 
teoria. Tal parece que los j6venes si se interesan por construir un Chile mejor, pero noel Chile que proponen los 
actuales dirigentes politicos.( Why is it that so many young Chileans are not registered to vote for the upcoming 
presidential elections? Some would say that the answer to this question is that young Chileans are just not 
interested on what is going on in their country. However, this is not always true. In fact. there is still time to 
register for the presidential elections. The active participation of thousands of young Chileans in charity 
initiatives like Un Techo para Chile, or Hagar de Cristo, seem to contradict this theory. It seems that young people 
are really interested in building a better country, but not the country that the politicians want to build). 
2. La Ley de Financiamiento Estudiantil con A val del Estado ha sido recibida con malestar por los estudiantes de 
universidades tradicionales. El Ministro de Educaci6n y el propio Presidente de Ia Republica han expresado su 
desconcierto por estas reacciones. Segun explic6, los estudiantes secundarios de hoy serim los universitarios de 
manana. Tanto el Presidente como el Ministro estan convencidos de que esta ley permitira que miles de j6venes 
que antes no pod ian pagar sus estudios puedan hoy estudiar en institutos y universidades privadas. (The new 
law for College financing has not been well received by students in the traditional universities. The Minister of 
Education and the President himself have expressed their surprise for these reactions. According to what he 
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said, the high school students of today will be the college students of tomorrow. The President and the 
Minister are convinced that this new law will allow thousands of people that could not pay for higher education 
before, to enter the universities and professional institutes). 
3. Se pod ria pensar que tener un arma en Ia casa es Ia mejor soluci6n para defenderse 
de Ia delincuencia. Sin embargo, los hechos demuestran que en muchos casas las 
armas danan a sus propios duenos. Par ejemplo, Ia gente no encuentra el arma en el 
momenta indicado. Asimismo, frecuentemente los ninos manipulan las armas de sus 
padres y disparan sabre si mismos o sus familiares. Ha ocurrido tambien que un 
delincuente arrebata el arma a su dueno para posteriormente herirlo con ella. Estos y 
otros ejemplos deberian bastar para que Ia gente piense bien antes de comprar un 
arma. (Some could say that to have a gun at home is the best solution to defend ourselves from delinquents. 
However, facts demonstrate that in many cases, guns tum against their owners. For example. people can "t find the 
gun when they need it. Similarly, children in the house can manipulate their parents' guns and shoot themselves or 
their relatives. It has also happened that delinquents quickly steal the gun from people's hands and shoot them. These 
and other examples should be enough to make people think well before buying a gun). 
4. La nueva Reforma Procesal Penal es un sistema con responsabilidad hist6rica. En efecto, las modificaciones 
que propone pretenden evitar los abusos de poder que manchan Ia historia de nuestra justicia. Es un sistema que 
evita que se pasen a llevar los derechos de los acusados y que los juicios sigan siendo secretes. La nueva 
justicia permitira que se respeten los derechos de los acusados y que los pasos y resultados de los juicios sean 
secretes. (The new Reform of the Chilean Justice is a system with historical responsibility. In effect, the 
modifications proposed will try to put an end to the frequent power abuse situations that fill our recent history. It is 
a system that will avoid overlooking of the accussed's rights and that will stop secret trials. The new justice will 
ensure that the accussed's rights are respected and that the steps and results of the trials be secret.) 
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APPENDIX C 
Writing prompt 1 <task 2l: 
MUESTRA DE ESCRITURA 
Nombre (name): __________________ _ 
Curso (class):-------------------
Colegio (school):-------------------
Dos de tus amigos tienen una discusi6n sobre Ia importancia de saber Ingles en el mundo de 
hoy. Sus ideas son las siguientes: (Two of your friends are having a discussion about the 
importance of learning English nowadays. Their ideas are the following:) 
Amigo 1: Mira, yo no voy a gastar tiempo ni plata estudiando Ingles. Prefiero concentrarme en 
estudiar algo tecnico que me sirva para encontrar trabajo rapido. Ademas, yo ya se que voy a 
trabajar en un taller mecanico y para eso no sirve saber ese idioma. Por ultimo, tengo claro que 
nunca voy a viajar a Estados Unidos. 
Friend 1: Look, I will not waste my time or my money studying English. I prefer to concentrate on 
studying a technical career that will help me find a job quickly. Besides, I already know I will work 
fixing cars and for that English is not necessary. One last thing: I am sure I will never travel to the 
USA. 
Amigo 2: iYO voy a estudiar Ingles de todas maneras! Asi, tengo mas posibilidades de que me 
contraten en cualquier trabajo al que postule. Una persona que sabe ingles puede acceder a 
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toda Ia informacion de internet y se puede comunicar y hacer negocios con gente de todo el 
mundo. 
Friend 2: Of course I will study English! That way, I have more chances of being hired in any 
kind of job I apply to. A person that knows English can access all the information on the internet 
and can communicate and do business with people all over the world. 
Escribe un texto en el que expliques tu opinion sabre Ia importancia de saber Ingles en el mundo 
de hoy. Asegurate de dar razones y de fundamentarlas. Con tu texto, debes tratar de convencer 
a tu lector, de que tu opinion es Ia correcta. 
Write a text in which you explain your opinion about the importance of knowing English in today' s 
world. Make sure to include reasons and to support them. With your text, you should try to 
persuade your reader that your opinion is the correct one. 
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APPENDIX D 
Writing prompt 2 (task 3): 
MUESTRA DE ESCRITURA 2 
Pensar en voz alta 
Nom bre (name):------------------------------------
C u rso ( c I ass):----------------------------------------
Co I eg i o ( s c h oo I): ----------------------------------------
Dos de tus amigos tienen una discusi6n sobre Ia comercializaci6n de Ia pildora 
del dia despues. Sus ideas son las siguientes: 
Two of your friends are having a discussion about the commercialization of the 
morning after pill. Their ideas are the following: 
Amigo 1: En mi opinion todas las personas deberian ser responsables con su sexualidad para 
evitar embarazos no deseados. Si venden Ia pildora del dia despues en las farmacias, Ia gente 
va a tener relaciones sexuales libremente, confiando en que si hay riesgo de embarazo con Ia 
pildora se soluciona. Ademas, esa pildora es igual de mala que cualquier aborto. 
Friend 1: In my opinion, everybody should be responsible with their sexuality, so to avoid 
unwanted pregnancies. If they sell the morning after pill in the pharmacies, people will have free 
sex, always trusting that if they have a risk of pregnancy, they can take the pill and solve it. 
Besides, that pill is as bad as any type of abortion. 
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Amigo 2: Yo pienso que las personas tienen derecho a decidir si quieren o no tener un hijo. Si 
una mujer piensa que puede quedar embarazada y no esta preparada para ser mama porque no 
tiene plata, o porque esta estudiando, o porque es muy joven, deberia tener Ia posibilidad de 
comprar esa pildora para evitar una maternidad que no puede asumir. 
Friend 2: I think that people have the right to decide if they want to have a baby or not. If a 
woman thinks that she could be pregnant and she is not prepared to be a mom because she 
doesn't have the money or because she is studying, or because she is too young, she should 
have the possibility to buy the pill to avoid a pregnancy she cannot assume. 
Escribe un texto en el que expliques tu opinion sobre Ia comercializacion de Ia pildora del dia 
despues. Asegurate de dar razones y de fundamentarlas. Con tu texto, debes tratar de 
convencer a tu lector, de que tu opinion es Ia correcta. 
Write a text in which you explain your opinion about the commercialization of the morning after pill. 
Make sure to give reasons and to support them. With your text, you should try to persuade your 
reader that your opinion is the correct one. 
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